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This study examines the lived experiences of African-American parents with children
who attend a church-sponsored tutoring program. While this study focuses on the AfricanAmerican parents' perspectives and lived experiences, the study provides an insight into the
barriers that impact the implementation and success of the program, challenges of parental
involvement, and promotes a higher level of academic achievement in education. This study
provides information about lessening the barriers and the way in which parent involvement plays
an essential part in a child's education. This qualitative study consisted of nine semi-structured
interviews that focused on capturing information as well as barriers that impacted AfricanAmerican elementary students' academic growth and achievement when church tutoring
programs and parents collaborate.
The constant-comparative analysis was employed to develop five themes: (1) enrollment
reasons varied by individuals, (2) improved grades are expected, (3) time spent on homework is
a team approach, (4) a negative attitude does not always determine a lack of success, and (5)
group tutoring sessions are not favored. The research findings provide meaningful information
for parents and churches interested in the academic growth and achievement of AfricanAmerican children. This study has implications for parents; churches; and academicians with
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research interests focused on the barriers, parental involvement, and strategies that contribute to
the academic success of African-American children.
Keywords: Black Church Tutoring Program, The Black Church, School-Community Partnership
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CHAPTER I: INTRODUCTION
The Problem
Over the years, no improvement has been noted in African-American students'
national or statewide test scores in the United States. Pressure placed on schools
regarding the progress of academic achievement of African-American students' test
scores creates the need for parental involvement (de Brey et al., 2019). Đurišić and
Bunijevac (2017) asserted parental involvement in the education of students starts at
home, and parents should provide their children with a safe environment, an atmosphere
conducive to learning, supportive, and with a positive attitude about school. However,
national data have shown minority students are taught more often by inexperienced or
ineffective teachers than their peers (Đurišić & Bunijevac 2017). As a result, the U.S.
Department of Education requires states and school districts to develop improvement
plans and to use evidence-based strategies to address the education issue of minority
students (Spearman, 2017). The improvement plan is used for identifying barriers and as
an inducement for developing strategies that result in closing the education gap among
minority students. Schools are required to incorporate their strategies into a
Comprehensive School Improvement Plan (Spearman, 2017).
One school required to develop such a plan is in Southwestern Kentucky; the
school in this study is 15 miles from the church referenced in this study. According to the
2016-2017 Comprehensive School Improvement Plan of an elementary school located in
Hopkinsville, Kentucky, national data indicated low socioeconomic and minority
students were placed in classrooms with inexperienced teachers (de Brey et al., 2019;
Spearman, 2017). The school served 784 students who live in inner-city neighborhoods,
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rural homes, and public housing. Data revealed 20% of the teachers hired had less than
three years of teaching experience (Spearman, 2017). The school’s demographic
population represented 37% Caucasian, 45% African American, 9% Hispanic, and 8%
other. The minority percentage was over 50%, with 90% of students living in poverty
(Spearman, 2017). Data also revealed 15% of the minority students were in special
education classes. The demographic area in which this school is located presented
barriers and challenges which required experienced and effective teachers. The low
socioeconomic population represented the vast majority of this school (Spearman, 2017).
Additionally, the Comprehensive School Improvement Plan proposed teachers
and parents are responsible for providing oversight for the success of their children’s
education (Spearman, 2017). For students to succeed, teachers, parents, and school
administration must be fully engaged in their roles and responsibilities. At the time this
plan was completed, students were not excelling academically because teachers were not
prepared to meet the needs of diverse learners or to address the education challenges of
urban students. The following reason was noted as disparities in students’ learning: the
school lacked parental involvement and communication between the school and parents.
As a result, the Comprehensive School Improvement Plan addressed the importance of
increasing teacher-parent conferences and school staff involving parents in personal
communication about their students’ progress; the Plan highlighted the need for afterschool tutoring (Spearman, 2017).
Due to the many barriers faced by parents, the present study focuses on a tutoring
program in an African-American church designed to promote a higher level of academic
achievement in education. This study also examines the perceptions, awareness, and
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knowledge of this program in efforts to support working parents and to help with
improving academic grades for the children it serves. Finally, this study provides
information to parents on lessening the academic barriers by providing insight into
parental involvement that is essential to a child’s educational success.
Background for the Study
Many African-American churches have established after-school tutoring
programs as a means of assisting students toward better academic performance. Some
experts agree church-sponsored tutoring programs in the African-American community
are welcomed and encouraged (Epstein et al., 2019). These free tutoring programs
attempt to offer remediation to African-American children (Blustein et al., 2003). In
addressing the level of achievement among African-American children, it is important to
understand the context of the epidemic factors that affect this population. For example,
reading and math scores of African-American students consistently remain below that of
Caucasian students (Hoff, 2008). Reardon (2019) agreed with Hoff but emphasized Black
students’ standardized test scores also remain below that of Caucasian students.
According to Reardon, no large school district in the US has shown AfricanAmerican students’ performing moderately well as opposed to Caucasian students.
Reardon maintained White students tend to live in wealthier communities, where schools
often have more resources and are presumed to be better. The resources that exist within
some African-American churches could help to address the academic problems
experienced by Black children. As a result, some of these churches have begun to offer
after-school tutoring programs to cope with the educational crisis.
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The church-sponsored tutoring program identified in this study is in one of the
largest African-American churches within its city. Therefore, background information for
this study was gathered from parents, giving attention to the program’s purpose and
progress. Interviews and questionnaires were used to gather data on the parents’
perceptions concerning the program’s effectiveness.
Problem Statement
African-American students are faced with numerous challenges that impede their
academic success. These challenges include coming from a family of low socioeconomic
status, being raised by a single parent, an absence or lack of parental support, and
ongoing discrimination (Bluestein et al., 2003). Bluestein et al. (2003) and Lopez and
Caspe (2014) stated beyond these individual family issues, African-American children
living in neighborhoods with underfunded public schools, as well as crime and poverty,
might have less access to high-quality early childhood programs, after-school programs,
and summer learning opportunities and experiences. Lopez and Caspe reported AfricanAmerican parents impacted by poverty are likely to work long hours in order to provide
food, pay utilities, and provide shelter for their families. According to Lopez and Caspe
these financial strains make it difficult for parents to participate actively in their
children’s learning and development. These barriers collectively have been known to
impart low motivation for African-American children to excel academically (Bluestein et
al., 2003).
African-American parents have experienced many challenges related to race,
class, and culture. Some parents respond to these challenges by sending their child to
tutoring programs for various reasons including the availability of an academic program,
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extracurricular activities, socialization opportunities, and insight on ways to help their
child with schoolwork at home (Bluestein et al., 2003). Black parents living in poor
neighborhoods often pursue community resources that are affordable and free. According
to Gutman and McLoyd (2000), Black parents most often seek external sources such as
religious institutions and community recreational programs to prevent negative outcomes
such as school failure and dropout.
Parent Involvement
One important aspect of the barriers that impede academic success of children is
parental involvement. Lack of parental involvement is damaging to the academic growth
of African-American children and leads to an increased high school dropout rate, a
decrease in students’ motivation, and a high percentage of African-American students
placed in special education programs (Klein, 2015). For years, government and academic
officials have debated the way in which to maximize the effects of parental involvement
on African-American children’s academic achievement (Klein, 2015).
Several questions remain unanswered: ways to best involve African-American
parents and how to influence children to desire to excel in school (Cousins et al., 2008).
For example, Cousins et al. (2008) maintained in their sample that all parents want the
best for their children, but European-American students’ parents are more involved in
school-related activities than parents of African-American students. Cousins et al. stated
parents’ involvement in school activities, choices, and policies used by school personnel
often vary due to parents’ social class and history. The researchers posited AfricanAmerican parents are less involved and at a disadvantage compared to middle-class
White parents because White parents are more knowledgeable about the way the school
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system operates, has a better network system, and White parents are more likely to use
various social and political strategies to influence school personnel in the best interest of
their children’s educational career than Black families. Wang et al. (2014) agreed but
maintained at the beginning of a child's middle school years, White parents are more
involved in their child’s education than Black parents. Wang et al. conveyed parental
involvement of European-American students’ parents usually declines at the beginning of
high school, as compared to African-American parents. During the high school years of
European-American students, parents engage only when school problems occur (Wang et
al., 2014).
African-American students are likely to face barriers such as low socioeconomic
status and unemployed parents (Cousins et al., 2008). Low-income children whose
parents are working often are placed in inadequate childcare, underfunded public schools,
or go unsupervised (Heinrich, 2014). Black parents impacted by poverty center their
attention on providing shelter and food for their families (Lopez & Caspe, 2014).
However, an academic resolution for the child would be for the African-American parent
to involve their child in a tutoring program (Cousins et al., 2008).
Parental interactions along with tutoring programs may encourage academic
progress and offer support to the child. Hill and Tyson (2009) noted the relationship
between academic achievement, parental involvement, and after-school tutoring
programs may have a positive effect on academic achievement, especially at the
beginning of the child’s middle school year. Hill and Tyson stated the middle school
years define the fundamental aspects of the child’s development, biological and cognitive
growth, social development, and family relationships, concluding that the lack of parental
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involvement during the middle school years of a child delays the academic socialization
process.
Taylor et al. (2004) indicated a correlation exists between parenting and
children’s school outcomes but noted little information on academic socialization. Taylor
et al. defined academic socialization to encompass the diversity of parental beliefs and
behavior that influence children’s school-related development. The researchers noted
parents are the primary driving force behind child socialization in a way that shapes a
child’s behavior, attitudes, and social skills so the child can function as a member of
society. In other words, parents’ behaviors either influence positive school experiences
for children or impede children’s academic success (Taylor et al., 2004). What parents
“do” and “who” parents are provide multiple influences that shape children’s social
development behavior to either succeed or fail in school (Taylor et al., 2004). Parental
involvement and academic socialization are significant factors that positively affect
academic achievement (Hill & Tyson 2009). Most researchers have identified the role of
families and parental involvement in education as a way to close demographic gaps in
achievement and maximize students’ potential.
African-American culture has placed importance on the value and utility of
education. However, discrimination and racism experienced in schools have resulted in a
mistrust of schools and teachers by many African-American parents. These experiences
have greatly influenced the nature of parental involvement, which is heightened during
middle school years because this is the point at which African-American students wrestle
with their own ethnic identity (Hill & Tyson, 2009). Because of this mixed legacy, more
research on parental involvement among African-American parents could clarify how
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these opposing forces affect Black children (Hill & Tyson, 2009).
Socioeconomic Factors
Research has suggested families with high incomes spend nearly seven times
more money on out-of-school enrichment activities than low-income families (Lopez &
Caspe, 2014). According to Azhar et al. (2014), socioeconomic status is one of the most
debated factors among education scholars. Most experts believe the socioeconomic status
of parents contributes toward the academic performance of the child. Faroog et al. (2011)
agreed low socioeconomic status negatively affects students’ academic performance. The
authors believe the basic needs of students remain unfulfilled, which causes them to
underperform academically.
Parental education and socioeconomic factors are of importance in affecting
students’ educational achievement. Educational experts believe socioeconomic factors
are the basis for providing financial and mental confidence to students. Azhar et al.
(2014) suggested a difference exists between students who belong to parents of different
socioeconomic status and education status. For example, children who come from
middle-class and college-graduate parents are more likely to succeed in school than those
whose parents live in poverty and hold no college degrees. Parents who have gone to
college tend to place a high value on education.
Lopez (2011) noted African-American parents who live in poverty find it
challenging to gain knowledge and resources about after-school tutoring programs within
the community that are free or affordable to low-income families. White (2015) pointed
out poverty and public housing assistance among African-American families can be seen
at a rate twice as high as Caucasian families. These communities are in areas with poorly
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funded and low-quality schools. Lopez stated parents of low income are less involved in
their children’s schooling than middle- and upper-class families. Children who come
from low-income families are likely to receive less adequate academic preparation than
children who come from middle-class families (Lopez, 2011). When families are not
under such economic pressure, they can provide their children with the resources to
acquire the skills they need. Although these trends have been well documented, a review
of the literature does not acknowledge the perceptions of African-American parents
themselves regarding this issue, and the issue has received less attention (Lopez, 2011).
Reason for Tutoring Programs
Many strides have been made to fulfill the promise intended by No Child Left
Behind. The No Child Left Behind Act (NCLB) was signed into law by President George
W. Bush in 2002; the Act intended to hold schools accountable for the academic progress
for student outcomes (Klein, 2015). In addition, the law strived to close the achievement
gap among minority and White students (Klein, 2015). According to Klein (2015), the No
Child Left Behind Act required states to test students in reading and math in grades 3
through 8 and again in high school. The goal was to have all students at proficient level
by the 2013-2014 school year (Klein, 2015). Hoff (2008) agreed but further stated NCLB
focused on the achievement of poor and minority students. Hoff noted the need to bring
attention to closing the education gap because Caucasian children were performing better
in math and reading than African-American students.
Because of the academic concerns related to minority students, the NCLB Act
created a school monitoring system known as Adequate Yearly Progress (AYP). The
AYP required schools to strive to reach a central measure of performance or achievement
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target in a selected subgroup of students. The achievement target focused on ensuring
schools increase student performance of children who receive special education services,
students from poor socioeconomic families, and minority students (Klein, 2015). Klein
(2015) reported if a school missed its state’s achievement target for two or more years for
all students or a subgroup of students, the school was identified as not reaching AYP and
was subject to severe sanctions which include:
•

Students are allowed to transfer to better performing public schools.

•

Schools are forced to offer free tutoring to students who did not meet
achievement goals.

•

States have the choice to close schools or turn schools into charter schools.

•

Schools that did not meet the Adequate Yearly Progress requirement would
have to utilize their federal Title I dollars for tutoring.

Despite the NCLB Act and its sanctions, growing concern can be seen with the
quality of the school experience for African-American children. Parents, educators, and
government officials acknowledge some African-American children require more help
than what could be accessed at school (Darling-Hammond et al., 2004). Therefore,
enrolling African-American students in after-school tutoring programs is one solution to
meeting this need (Darling-Hammond et al., 2004). Darling-Hammond et al. (2004)
concluded African-American parents’ perceptions of this approach have received less
attention. Thus, more work from the parents’ perspective is needed to address the
problem from all sides.
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African-American Church Tutoring Programs
Many African-American churches have acknowledged and made significant
attempts to become actively involved in the community and in the lives of young
African-American children. A review of the literature shows low-performing schools
have been positively influenced by partnering with African-American churches to
enhance students’ learning and development. Yet, not all Black churches buy in to this
concept, resulting in only a few of these churches willing to implement tutoring programs
or after-school learning centers (Jackson, 2007).
African-American churches are being seen as a possible supplement to fill the gap
in the performance of minority children in public schools because the churches are
committed to implementing after-school tutoring, summer school, and literacy programs
to families and their children (Jackson, 2007). Green-Powell et al. (2011) supported the
idea that by partnering with African-American churches to enhance students’ learning
and development, low-performing schools have been influenced positively by
collaborating with African-American churches. However, Green-Powell et al. maintained
African-American church tutoring programs are restricted to the number of children they
can assist due to the lack of volunteers willing to give up their free time and serve
without pay.
Context of the Study
Church History
According to Larimore (2014), this church was founded in August 1985 with five
members. The first service was held in an apartment, with services later moved to a
garage as the church increased its outreach. By April 1991, membership had grown such
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that the congregation moved into a building which they converted into their sanctuary (G.
Curlin, personal communication, May 18, 2020; Larimore, 2014). In September 1994, the
church built a sanctuary with a seating capacity of 350. As God continued to bless this
church, they later added classrooms and a fellowship hall (Larimore, 2014). Serving an
even higher number of members, this church currently owns approximately 27 acres of
land and resides in a new sanctuary that seats approximately 900 people (G. Curlin,
personal communication, May 18, 2020; Larimore, 2014). The present facility includes a
prayer tower, executive suites, youth lounge, bookstore, media production booth, and a
recording studio (G. Curlin, personal communication, May 18, 2020). This church’s
organizational department includes a Youth Ministry, Children’s Church, Women’s and
Men’s Ministries, Sunday School, Evangelistic Ministry, Media Department, Music
Ministry, Dance Ministry, an Outreach Ministry, a Virtual Church, and an Educational
Tutoring Program.
After 35 years of ministry, this church has a team of five part-time staff and more
than 10 areas of ministry through volunteer leadership (G. Curlin, personal
communication, May 18, 2020). The church’s congregation has a membership of 250 (G.
Curlin, personal communication, May 18, 2020). The church includes members from
various denominational backgrounds from rural and suburban areas in Kentucky
(Madisonville, Russellville, Oak Grove, and Hopkinsville) and Tennessee (Clarksville).
The place of worship’s individuality lies within the culture of the African-American
church. The congregational membership is African-American, with a few middle-class
Whites (G. Curlin, personal communication, May 18, 2020). Larimore (2014) wrote,
“The church plans called for building a family life center with plans to focus on
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education by offering help and guidance for teenagers dealing with pregnancy, promoting
literacy, aiding those who have been released from penal institutions, and continuing
tutoring efforts.” This church strives for excellence in ministry and continues to promote
the education of African-American youth.
Tutoring Program
The mission of the tutoring program is to minister to the academic development
of tomorrow’s leaders by establishing a strong foundation in reading and math. The
program is designed to reach underprivileged children, with the goal to assist, strengthen,
and enhance student learning experiences. Activities are designed to encourage and
motivate the children’s interest in reading and math and to involve parents in the learning
process.
The instructional plan for the program is to use the Mindsprinting Diagnostic
Test, which offers a comprehensive assessment test in reading and math and creates
worksheet instructional plans for students (K-12) based on their assessment.
Mindsprinting computer software is considered user friendly, and the worksheets are
printable. The worksheet instructional plans are designed based on the skills the child
should have mastered at their grade level in reading and math. Mindsprinting worksheets
provide additional assistance to teach children how to read to improve their
understanding of that which they read. In addition, the computer software worksheets are
designed to increase skills to grade level in math and reading (mindsprinting.com, 2019).
The tutoring program is staffed with four volunteer tutors who monitor each
student’s progress. The tutors communicate with parents related to the student’s progress
and provide resources to their parents. Tutors receive little training beyond instruction in
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the use of computer technology and the Mindsprinting software application. The
professional tutors are church members who hold a baccalaureate or master’s degree in
one of the following concentrated areas: math, science, English, and special education.
The tutoring program provides small group tutoring sessions, and volunteer tutors are
assigned four students during a one-hour group session, one day per week. The tutor’s
responsibility is to help children matriculate through the chosen Mindsprinting
instructional plan and to assist with homework. Eleven students have attended the
program until they graduated from high school. The church’s congregational
contributions help in funding the program.
Purpose of the Study
The purpose of this study is to examine the lived experiences of AfricanAmerican parents with children who attend a church-sponsored tutoring program. The
target population is a group of African-American parents who are members of the church
and whose children participate in the church-sponsored tutoring program located in a
small town in Western Kentucky. While this study focuses on the parents’ perspectives
and lived experiences, the study also is designed to examine the barriers and challenges
of parental involvement. The data and information derived from the study can facilitate
awareness of strategies for implementation, promoting parental involvement in their
child’s education, and collaboration within the church community to assist AfricanAmerican students struggling academically. Therefore, the central research question that
guides this study is: What are the experiences and perceptions of African-American
parents about the effectiveness of an African-American church afterschool tutoring
program on the academic success of their children.
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Research Questions
The empirical research questions were developed based on a literature review of
barriers faced by African-American students which limit their academic success. These
questions relate particularly to parental involvement in an African-American church
after-school tutoring program and student achievement. Specific attention is focused on
the four deficits laid out in the problem defined previously, i.e., how interactions in their
children’s education in a tutoring program can encourage academic progress and offer
support to promote future learning. What are the perceptions of the parents regarding an
African-American church after-school tutoring program:
1. Why do African-American parents choose to enroll their child(ren) in a
tutoring program?
2. What are the expectations of African-American parents for their children’s
academic success?
3. What is the level of diversity of parents who participate in the program with
respect to race, income level, and religion?
4. Are there benefits to a church tutoring program?
a. Dependable staffing (sufficient volunteers, ratio of adults to children,
etc.)?
b. Quality of tutors (knowledge, commitment, etc.)?
c. Behavioral climate (children’s behavior, manners, engagement, respect
for adults, etc.)?
d. Educational progress (improved reading, a better understanding of
curriculum content, better grades, improved attributes about school and

15

schoolwork, etc.)?
5. What are the barriers encountered that impede success?
6. What are the strategies that contribute to the success of the children?
7. In what ways do parents describe the role of the demographic factors such as:
a. Gender?
b. Race/ethnicity?
c. Family circumstances?
d. Educational level?
e. Economic circumstances?
Significance of the Study
This study brings together the four deficits in the literature outlined in the
problem defined. First, a need exists for data on African-American parental involvement
related to tutoring programs and children’s academic success. Second, although
socioeconomic status is a causal factor in low achievement, research is needed on the
way in which low-income status interacts with race in African-American parents’
perceptions of tutoring programs. Third, African-American parents’ perceptions of
tutoring programs as related to the educational success of African-American children are
absent in the literature. Finally, African-American churches, which operate tutoring
programs, are a subset of the larger field on tutoring and often are omitted in the existing
research.
Overview of Methodology
The design for this study is qualitative, utilizing Interpretive Phenomenological
Analysis (IPA). This researcher investigates the parents’ perspectives of their child’s
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academic experience in a tutoring program in an African-American church in Western
Kentucky. The IPA allows the researcher to gain an in-depth understanding of the
parents’ lived experience. According to Smith (2013), IPA studies aim to explore the
lived experiences of the research participants. A researcher who uses the IPA wants to
know in detail about the experiences for the participants (Smith, 2009). The IPA
methodology provides a better understanding of the lived experience of AfricanAmerican elementary school parents when they collaborate with a church tutoring
program.
Limitations
The following limitations are present in the study:
1. The findings are limited to church members and are not generalized to nonmembers. Children in the tutoring program are all church members.
2. The sample size is limited because of the small number of children within the
tutoring program and lack of parental participation.
3. Individual responses may be influenced by the fact that a small number of
participants did not answer all the questions.
4. The tutoring program closed during the period of this research study.
Definition of Terms
This study references the terms Negro or Black to describe a person or people of
African descendants (Agnes, 2003; Anglin & Whaley, 2006). The word Black
emphasizes the color of the skin (Agnes, 2003).
Caucasian and White - a person having roots in any of Europe’s original people
(Merriam-Webster Unabridged Dictionary, n.d.).
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Civil Rights Movement - a struggle for justice and equality for African Americans.
Civil Rights Movement included equal rights for employment, housing, education,
voting, access to public facilities, and free from racial discrimination (Clayton, 2018).
African-American Church - a denomination or individual congregation with
memberships predominantly composed of persons of African descent (“Black Church,”
n.d.; Chaves & Higgins, 1992).
Separate but equal - institutionalized separate and unequal facilities and materials
(History.com, 2019; Toldson, 2014).
Negro Church - involved members of individuals native to Africa (The
Background of the Negro Church, 1939).
Parent involvement - the parents’ or guardians’ investment in their children (Hill
& Tyson, 2009).
Organization of The Present Dissertation
This dissertation consists of five chapters, a list of references, and a set of
appendixes. Chapter I contained an introduction to the problem and background to the
study, problem statement, context of the study, purpose of the study, research questions,
significance of the study, overview of methodology, limitations, and related definitions of
key terms to the topic. Chapter II’s content is the review of literature that offers historical
background, influence of African-American churches, African-American church tutoring
programs, and parent involvement. Chapter III includes central research question, design
overview, overview of participants, data collection, and procedures of the study. Chapter
IV involves the analysis of the qualitative data collected. Chapter V encompasses an
explanation and answers to the research questions; the findings and conclusion for this
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study, including implications based on strengths and limitations; and recommendations
for future research.
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CHAPTER II: REVIEW OF THE LITERATURE
Religious History of African Americans
Historically, the religion of African Americans grew out of slavery (Cone, 1984).
In 1619, African men and women were brutally captured, forced, transported to America,
and sold for cheap chattel (History.com, 2021). According to Pinn (2006), religious
practices were customarily exercised in the lives of African people, and Christianity was
used as a norm for native Europeans to gain control of Africans. Raboteau (1978)
maintained Europeans believed the reform of slaves to Christianity justified the
enslavement of Africans. As a result, the power of slave trades grew throughout the
United States of America, a Christian nation.
Forced to move to America against their wishes, it was more difficult in the US
than in Africa for Africans to maintain their native religious beliefs, art, music, and visual
culture (Weisenfeld, 2015). Raboteau (1978) pointed out the “African slave exchange in
America eventually led to native-born African Americans and fewer slaves having
experienced Africa” (p. 298). This exchange led to the loss of religious customs of the
African race. Once in America, slaves could not attend church, as some slaveholders
assumed slaves have no soul. Slaves permitted to attend church had to worship in the
midst of a Caucasian congregation.
Slaves were forbidden to learn to read and write. According to Sambol-Tosco
(2004), no schools permitted African-American slaves to obtain an education.
Conversely, in the absence of formal education, some slaves found alternative means to
learn. Sambol-Tosco assumed some slaves taught each other or were taught by their
proprietor. In actuality, slaveholders who opposed educating slaves feared an educated
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slave would seek freedom or encourage other slaves to rebel against them (Chandler,
2017; Sambol-Tosco, 2004; Simkin, 1997). As a result, laws were passed preventing
enslaved persons from learning to read and write. As an example, South Carolina’s Slave
Code of 1740 made it illegal to educate slaves and prevented them from gaining access to
formal schooling (Woodson, 2010). An individual caught teaching a slave was either
brutally punished or jailed (Sambol-Tosco, 2004). Being deprived of the opportunity to
learn to read made it difficult for African Americans to come into their own
understanding of God’s Word (Sambol-Tosco, 2004). According to Chandler (2017),
slaves learned Biblical principles and characters in the Bible from Protestant preachers.
The lack of ability to read the Bible for themselves kept slaves from developing their own
personal religious beliefs and opinions about the Gospel of Jesus Christ, depriving
enslaved persons from having the autonomy to interpret or access these teachings except
through a White Protestant male minister.
It is no secret White Christian pastors used the Bible to justify slavery. Protestant
preachers cited the Lord’s Prayer and the Ten Commandments to compel slaves to obey
their masters and to keep African Americans in bondage (Chandler, 2017; Lincoln &
Mamiya, 1990). Weisenfeld (2015) disclosed that Biblical principles were persuasively
preached in the pulpit, causing many African Americans to believe being a slave was
God’s will for them. However, not all enslaved persons took this approach; some
believed different from the Protestant preachers, which later caused a cultural rift with
African-American Christians. According to Weisenfeld (2015), the direct relation to
African history, culture, and religion set the growth for change and for new religious
organizations when African-American slaves begun to have faith in the God of Moses.
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Chandler (2017) assumed the gradual shift occurred because slaves were
beginning to identify themselves with the Israelites from the Bible. Slaves began to trust
that God acted on their behalf, as in Exodus 9:9. If God could use Moses to lead the
Israelites from out among the Egyptians’ captivity, he could do the same for them. Cone
(1984) emphasized African-American slaves realized God was not pleased with the cruel
treatment of His people; therefore, they began to think their battle for freedom was
consistent with the Gospel of Jesus. This launched into African Americans having secret
prayer meetings, private church services, and later rebelling against their owners.
Weisenfeld (2015) stated this gradual change among African Americans in the
church made it complicated for Whites to control them. This lack of control later
developed into African Americans having separate church services from Whites. This
was the beginning of the Negro Church. Weisenfeld suggested the transformation of the
Negro Church consisted of praise and worship, singing in joy, dancing, and clapping of
hands. Sambol-Tosco (2004) stated, “In music and dance, they expressed their personal
creativity and their cultural heritage; black men and women brought faith and hope into
their world that oppressed and enslaved them” (pp. 1-2). Jones (2001) posited slaves used
music to charge them in an atmosphere to a place where they could worship and feel
God’s presence. Maffly-Kipp (2001) and Weisenfeld stated the development of the Negro
Church was the beginning of African Americans declaring their freedom to worship God
and forming their own religious beliefs.
Throughout history, the Negro church provided a social place for African
Americans to worship and fellowship (Diiulio, 1999; Haight, 1998; Maffly-Kipp, 2001).
The church was a place to organize events, discuss issues of injustice, and debate
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educational and political affairs (Diiulio, 1999; Haight, 1998; Maffly-Kipp, 2001). The
church was a place where African Americans gained strength, power, and liberty to
believe that living in an oppressed world, there was a cure to heal their condition (MafflyKipp, 2001). Slaves attended church seeking hope that God saw their oppression and
would free them from bondage.
Influence of African-American Churches
Historically, the Negro churches continued to function in an essential role in the
African-American community since slavery; by 1960, “The Negro Church” was renamed
as “The Black Church” (Lincoln & Mamiya 1990). Mellowes (2010) described the Black
Church to reference the Protestant Christian church, perceiving Protestantism was a form
of Christianity that elucidated the relationship among various religious practices.
Gadzekpo (1997) indicated the Black Christian faith’s main characteristic symbolized
freedom, i.e., to become emancipated from slavery.
From a universal perspective, the historical understanding of the term
emancipated was relevant to the Black Church because the Emancipation Proclamation
had, in appearance, ended slavery, i.e., freedom abided in the ability to have ended
slavery and to mean freedom. However, Krug (1973) asserted, “The Emancipation
Proclamation” order had very little to do with justice, freedom, and the morality of
humanity. The author described emancipation as a war measure used by President
Abraham Lincoln to convince the Confederate States to return to the Union or free their
slaves. Krug’s definition presented emancipated to have no intent to mean to end slavery
but, rather, a strategy used by President Lincoln to retain the support of the Confederate
states and Democrat officials. The idea was to have state affairs under one ruling
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government. President Lincoln’s attempt failed, and a civil war among the Confederate
and Union states began. Krug suggested the terms in which the Emancipation
Proclamation were written were due to uncertainties of the Civil War being won by the
Union states without the help of Black men. For that reason, the Emancipation document
allowed Black men to enlist in the Union Army and Navy (Schwartz, 2015). For the
duration of the Civil War slavery continued to exist while African-American men fought
for independence; depending on the military’s victory, Black men were awarded freedom
(Krug, 1973). In essence, the future of African-American slaves had divided the union of
the US.
Although disagreement can be seen in literature regarding the Emancipation
Proclamation’s true intent to end slavery, Schwartz (2015) and Krug (1973) suggested the
need for Black men to enlist in the Union military was the beginning of an opportunity to
gain freedom. The order itself, however, did not end slavery. Meanwhile, for the AfricanAmerican slave, the Black church had grown to be more than a place to hear a Sunday
service message (McCray et al., 2010). The church was now a place where AfricanAmerican men and women experienced a measure of freedom separate from the
European colonists. According to McCray et al. (2010), this function of the Black church
continued throughout the US and well into the Civil Rights Movement.
After the Civil War, discrimination and segregation among Black people
continued, prompting the Civil Rights Movement and the passing of the Civil Rights Act
of 1964. Andrews and Gaby (2015) asserted the Civil Rights Act of 1964 was an order
for all Americans to receive privileges to be served in public facilities and for schools to
become desegregated. The author pointed to the fact that in terms of education, the Act
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was a win for the Civil Rights Movement, enforcing the Brown v. Board of Education of
Topeka, Kansas, decision. The Brown v. Board of Education compelled White public
schools be made accessible to Black students. However, the question should be asked,
Was it really a win for the Civil Rights Movement?
Klarman (1994) noted before the launching of the Civil Rights Movement,
0.026% of African-American children had already attended desegregated schools.
Unfortunately, the percentage of Black children attending schools with Whites remained
the same, even after the approval of Brown v. Board of Education. Klarman reported the
number of Black children attending desegregated schools did not increase above 1% until
after the Civil Rights Act. For example, Klarman cited in 1961 there were 208 AfricanAmerican students attending desegregated schools in Virginia. The numbers merely
increased by 1.63% in 1964 (Klarman, 1994). Klarman further outlined from 1960 to
1964 the number of Black students attending school with White students increased by
1.05% in the South. The increase was simply because the Civil Rights Act of 1964
threatened to eliminate federal funding to segregated school districts (Klarman, 1994).
Once the Brown v. Board of Education verdict was released, the White Citizen’s
Councils evidenced their great dissatisfaction, making great efforts to block public school
integration (Fuquay, 2002). These councils created an all-White private school movement
as an action to fight against desegregation (Fuquay, 2002). Being provoked, Black church
leaders became the face of the Civil Rights Movement, demanding an end to segregation.
Fuquay pointed out Church leaders’ sermons and speeches began to address racial
inequality, social justice, and discrimination. In addition, the Black church turned into an
education and training private institute for African Americans (Fuquay, 2002).
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Catholic Church
Although the Catholic Church was not referenced as a Black Church, it is
important to recognize the history of the Catholic Church because African-American
Catholics shared the same racial and slavery experiences as the African-American
Protestants (Tucker, 2013). Acording to Murphy (1928) and Tucker (2013), by the late
1700s European Catholics’ economy centered on the industry and trade of African slaves
in their countries and later in America. However, Tucker indicated some holders of the
Papal Office disapproved of selling and the enslavement of Africans. Conversely, some
Popes viewed slavery as a political issue between the Union and Confederacy, which led
to the Civil War (New Catholic Encyclopedia, n.d.). Tucker noted Archbishop of
Baltimore Martin J. Spalding did not support slavery, and Pope Pius II considered slavery
a criminal act; even Pope Gregory XVI wrote a letter condemning slave trade. However,
in the Southern US, most Bishops supported slavery and were slaveholders who believed
Blacks were inferior and good only for cheap labor (Tucker, 2013). The different views
on slavery issues among Bishops and the Popes divided the Catholic Church.
After the Civil War, emancipation allowed enslaved persons the chance for
freedom. Archbishop Martin J. Spalding saw the emancipation as an opportunity to push
for a national evangelization policy for African-American slaves and endorsed Blacks to
become priests in the Catholic Church (Tucker, 2013). However, no Catholic seminary in
the US would accept African-American men as candidates for priesthood. Unfortunately,
the U.S. Bishops’ denial of Archbishop Spaulding’s policy and plan for AfricanAmerican men to become priests was thwarted, which caused many African Americans
to leave the Catholic Church and join other denominations (Tucker, 2013).

26

Newman (2007) noted African-American Catholic children were barred from
attending Catholic institutions with White Catholic children. Instead, African-American
Catholic children were required to attend an all-Black Catholic school. According to
Alberts (1994), Black Catholic churches and schools were established in several AfricanAmerican communities. Yet, all-Black Catholic schools were generally staffed by White
teachers, priests, and nuns. Alberts indicated during the Civil Rights era AfricanAmerican Catholics played a less important role in the Civil Rights Movement than the
African-American Protestants. However, Black Catholics fought to attend seminaries, for
their own congregation, and for more all-Black schools. Due to the Civil Rights Act,
Black Catholic men were allowed to enroll in seminaries, and all-Black private schools
were being formed. The private schools were established in Black communities where
Black Catholic schools were non-existent (Alberts, 1994). In addition, Catholic schools
were becoming desegregated, and Black and White children were attending school
together.
African Methodist Episcopal Church
Richard Allen, a former slave, founded the first independent African Methodist
Episcopal (AME) church in 1787 in Philadelphia (Johnson, 2012). Allen was the first
licensed Pastor and Bishop; according to Johnson (2012), he formed the church after
White church officials attempted to remove Blacks from a gallery during prayer. In
addition, Allen was a prominent orator who began the Free African Society Movement to
fight against discrimination faced by Blacks in the White church (Brown-Hinds, 2005;
Dickerson, 2019; Johnson, 2012; Zavada, 2019, 2020). The movement’s goals were to
gain equal treatment for African Americans in pastoral positions, to have Black churches
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separate from the White race, and for African Americans to have spiritual freedom to
pray and worship (Campbell & American Council of Learned Societies [ACLS], 1995).
The AME Church fought for Blacks to have equal access to education. Although
most Black ministers were untrained and were not college graduates, they were selftaught. Concerned about the lack of education, the church’s general officers instructed
AME itinerate ministers and pastors to go out and establish schools within their church
communities (Greene, 1960).1 Brown-Hines (2005) described the rapidity with which the
education development expanded, as the African Methodist Episcopal Church founded
and controlled Wilberforce University (1856), Allen University (1870), Morris Brown
College (1881), Paul Quinn College (1872), Edward Water College (1866), Daniel Payne
College (1889), Shorter College (1886), Campbell College (1890), and Kittrell College
(1886).
The church’s Christian Education Department consisted of Sunday school; the
Allen Youth Council; and the theological seminaries of Payne Theological Seminary,
Turner Theological Seminary, Dickerson Theological Seminary; and ministry-in-training
programs. Among the colleges, Greene (1960) stated Daniel Payne College, Morris
Brown College, Allen University, Edward Waters College, Wilberforce University, and
Paul Quinn College were institutions rated by accredited agencies in the state in which
they resided (Brown-Hines, 2005).
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“It shall be the duty of every minister who has charge of a circuit or station, to use
every effort to establish schools wherever convenient and to insist upon parents of
children sending them to school” (Greene, 1960, p. 309).
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African Methodist Episcopal Zion
After the establishment of the AME Church, the name of Zion was included in
1794 (Eichelberger, 1960; World Council of Churches [WCC], 2018). According to the
WCC (2018), a misunderstanding occurred with the additional name until the term Zion
became a part of the denomination in 1848. Weisenfeld (2015) suspected a conflict
between the Methodist church leaders and steered the official name change. However,
Brown-Hinds (2005) and Weisenfeld assumed a group of leaders left the Methodist
Episcopal Church and organized Methodist Episcopal Zion Church due to the
discrimination against the right for women to become ordained clergy. The Zion Church,
known as the Freedom Church, allowed women to be clerics. According to Weisenfeld,
the church was the first Black denomination to appoint women into leadership positions.2
Eichelberger (1960) noted the AME Zion Church offered education opportunities
to Blacks by developing institutions of higher education. Two of those institutes were
Zion Wesley College, founded in 1879, and Livingstone College. The institutions were
established to educate Black children, teach disenthralled illiterate slaves, and provide
Christian education and training to church leaders.3 In 1919, the church established three
high schools, one in Columbia, North Carolina, and two in South Carolina, as well as a
publishing house located in Charlotte, North Carolina (Eichelberger, 1960). The AME
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In fact, Harriet Tubman and Sojourner Truth were two of those women leaders.
Tubman was famous for the Underground Railroad, leading slaves to freedom; and Truth
was a women’s rights activist and known for her speeches on racial inequalities (BrownHinds, 2005).
3

“They felt that the good life cannot be maintained apart from the production of
excellent schools and colleges” (Eichelberger, 1960, p. 324).
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Zion Church took pride in their faith and in providing education and religious training to
African Americans (Eichelberger, 1960.)
Christian Methodist Episcopal Church
After President Abraham Lincoln issued the Emancipation Proclamation, 41
former enslaved men came together and organized the Christian Methodist Episcopal
Church (CME) (Spragin, 2011). Lakey (1996) indicated the church began on December
16, 1870, in Jackson, Tennessee. The church also was known as the Colored Methodist
Episcopal (Spragin, 2011). This church came into existence as an effort for AfricanAmerican slaves to move toward independence (Brown-Hinds, 2005; Lakey, 1996).
In 1882, Isaac Lane, who was born a slave, became the first Bishop of the
Christian Methodist Episcopal Church (Hatfield, 2018). During Lane’s time as Bishop, he
founded Lane College in Jacksonville, Tennessee, and 12 other colleges (Hatfield, 2018).
However, only four of those 12 still exist today: Lane College, Texas College, Miles
College, and Paine College (Lakey, 1996). By 1990, the church had endorsed 32
secondary schools and colleges (Lakey, 1996).
Despite the opposition for having opened schools for Blacks after the
Emancipation, African-American Methodist Bishops continued to charge and inspire
pastors to build learning institutions within their communities throughout America. The
establishment of African-American schools and colleges placed value on educating exslaves and their children. Most pastors during this time of slavery were self-taught and
poorly educated; as a result, the Methodist church placed emphasis on providing
education and training to ministers and pastors.
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Baptist Church
English immigrants founded the Baptist Church in 1639, and it grew into one of
the largest leading Protestant Christian churches in the US (Music, 2013). However, the
African-American Baptist churches divided into conventions and associations: National
Baptist Convention, USA, Incorporated (NBC); The National Convention of American
(NBCA); and The Progressive National Baptist Association (PNBA) (Weisenfeld, 2015).
The Baptist Conventions and Associations produced independent Black congregations
across America. The church’s contextual focus was humanity and liberation for Black
people (Mjagkij, 2001, 2003).
In 1895, the National Baptist Convention of America (NBCA) was formed,
emphasizing education, publication of religious literature including hymns and Sunday
school books, and the rights of Black women and minority groups (Weisenfeld, 2015). A
Publishing Committee through the Convention’s Home Mission Board operated the
church. (Mjagkij, 2001, 2003). Mjagkij (2001, 2003) believed the establishment of the
NBCA was due to the development of two other conventions: the Baptist Foreign
Mission Convention and the National Baptist Educational Convention. Due to the
establishment of these conventions, it caused years of conversation and disagreements
between the Convention’s Home Mission Board and the Publishing Committee (Mjagkij,
2001, 2003). The Publishing Committee wanted independence from the Convention’s
board. Disagreements occurred regarding details of the governing structure, political
changes, and the civil rights perspectives of the National Baptist Convention USA, Inc.
The disapproval of the rulings placed the Board accountable to the committee. As a
result, division followed in the NBCA, splitting from the convention. The separation led

31

to the Publishing Committee forming the National Baptist Convention of America
Unincorporated (NBCAU) (Mjagkij, 2001, 2003).
In 1961, Dr. Martin Luther King, Jr., a Baptist minister and social activist who led
the Civil Rights Movement, left the NBC and became one of the leaders who joined the
Progressive National Baptist Convention (PNBC) (Johnson, 2010). Later, the PNBC
became one of the conventions to support the Civil Rights Movement of Dr. Martin
Luther King, Jr., representing the non-violent protest of racial segregation in America
(Johnson, 2010). The PNBC began a movement that focused on religion, political views,
issues of freedom, and civil and human rights. The Convention’s mission was to
encourage Whites and Blacks to work together to solve racial and education concerns
(Avant, 2004; Johnson, 2010).
In the early 1800s, the U.S. Black Baptist churches established higher learning
institutions (Funke, 1920). Black Baptist churches launched and managed schools for
educating African-American children because African-American pastors were concerned
about the well-being of their children’s education (Funke, 1920). The concerns caused
Baptist pastors to establish colleges and universities throughout the South. The
endowments to support such schools came from grants, loans, and the Home Mission
Board (Funke, 1920). Funke (1920) stated 24 Baptist institutions were supporting the
education of African Americans. Funke also indicated in 1620 public schools for AfricanAmerican students were being established, while in 1837 private institutes were first
developed in Cheyney, Pennsylvania. Furthermore, Funke noted 13 private schools were
created in Philadelphia by 1838 to educate Black children.
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Some of the first Baptist Negro Colleges included Benedict College, Bishop
College, Florida Normal and Industrial College, Morehouse College, Shaw University,
Spelman College, and Virginia Union University (Ellison, 1960). The drive for Baptist
leaders to form Negro institutions was to prepare African-American men and women to
become leaders in education. Of the 5,000 Black students who graduated from these
institutions, 54% of African Americans became teachers and 20% became pastors or
ministers (Funke, 1920). According to Green-Powell et al. (2011), in the beginning of the
1990s, Black Baptist churches collectively supported 80 elementary schools and 18
colleges.
Church of God in Christ
Despite the European Christian foundation of the enslavement of Africans,
Weisenfeld (2019) and Maxwell (1996) noted by the early 20th century Black Christians
had fostered a new church called The Church of God in Christ (COGIC). Charles
Harrison Mason, a son of slaves, founded the church; with the help from a group of
ministers, Church of God in Christ, Inc. became a fellowship place in Jackson,
Mississippi, where people assembled (Maxwell, 1996; Weisenfeld, 2019). Later,
Memphis, Tennessee, became the church’s national meeting site and international
headquarters (COGIC, n.d.).
According to Chism (2013), Mason transitioned from the Baptist faith to Holiness
in 1893 and from Holiness to Holiness Pentecostalism in 1907. In 1893, Mason attended
Arkansas Baptist College to receive in-depth training and knowledge of the Bible.
However, Chism stated Mason left the college after a few months because he believed,
“The Lord showed him that there was no salvation in schools and colleges and the way
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they were conducted grieved his very soul” (p. 427). Later, Mason enrolled in the
Minister’s Institute at Arkansas Baptist College claiming the school was more Biblecentered. Although Mason attended Arkansas Baptist College, COGIC leaders did not
promote education outside of receiving knowledge of God’s Word (Chism, 2013).
According to Chism, COGIC leaders did not believe education was important and
believed people needed only the Holy Ghost.
However, an educator by the name of Arenia Mallory met Mason, and through
their friendship, Mallory was able to inspire and influence Mason and other COGIC
leaders to think differently concerning education. Chism (2013) went on to say Mason
established the Saints Literary and Industrial School and hired staff with college degrees
to serve in leadership positions in the school. Mason also appointed Mallory as president
for the Saints Industrial School (Chism, 2013).
Significant changes occurred after the leadership of Mason. Bishop James O.
Patterson, the presiding Bishop, brought about changes because he believed ministers
needed education in conjunction with the Holy Ghost. Patterson stated, “If our people are
to be integrated into the mainstream of American life, then the emphasis should be on
academic and spiritual preparedness….” (Chism, 2013, p. 440). Therefore, both spiritual
and educational training became important to the official leaders of COGIC. Roebuck
and Murty (1993; as cited in Schaffner, 2002) believed Black colleges were created in a
hostile environment manifested through legal segregation and isolation from the
mainstream of America’s higher education. However, education and training of AfricanAmerican people had to become a major priority and, as a result, Black churches began
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serving as educational liaisons to prepare African-American students for academic
success.
As a continuation of growth, these eight historic denominations became the
largest religious churches in African-American communities today (Diilulio, 1999;
Lincoln & Mamiya,1990). The Black church has assisted in African Americans surviving
slavery, discrimination, and segregation (McAdoo, 2007). The African-American church
has played a major role in the Civil Rights Movement, making efforts to improve social
opposition existing from racism, saving souls, operating community outreach programs,
establishing learning institutions, offering tutoring education programs, and preaching
and spreading the Gospel of Jesus Christ (McAdoo, 2007). McCray et al. (2010) asserted
the Black Church remains an important life force and sanctuary for the African-American
communities, a central institutional sector, and a solution to reduce the academic
achievement gap.
African-American Church Tutoring Programs
Due to the historic inequitable education and social treatment of African
Americans, this discriminatory treatment was the impetus for faith-based organizations to
develop after-school learning programs. These programs were designed to motivate and
equip Black students toward increasing scholastic achievement (McCray et al., 2010). As
a result, African-American churches have become the foundation of principled teaching
in the Black community and the eminent setting to assist students toward better academic
performance. Phia and Miller (2003) suggested African-American church tutoring
programs positively affect students’ engagement in school learning and promote skills
needed by Black students to become successful regardless of the socioeconomic
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circumstances that exist in their lives. A faith-based tutoring program provides
opportunities that encourage and inspire a learning atmosphere that motivates children’s
behaviors (Phia & Miller, 2003). These faith-based tutoring programs build selfconfidence, improve study habits, and provide students with creative ways to reduce
identified barriers (Phia & Miller, 2003). Nettles (1991) proposed Black community
programs bring about positive outcomes in changing the way students think about
themselves and school. Nettles pointed out community programs help students begin to
take on a personal position of autonomy toward their own education.
Seeing a need to close the gap in African-American students’ academic
performance, Jackson (2007) posited African-American church tutoring programs were a
possible supplement in closing the gap in the performance of Black students in public
schools. Middleton (2001) held the position churches had bridged the gap only between
the school and its church members; however, these churches had not assisted in affecting
students’ academic achievement of non-members. Over time, much of the literature has
shown Black churches are becoming committed to implementing after-school tutorial
programs to not only church members, but also to non-members. Middleton pointed out
African-American students will not improve academically until the church expands and
collaborates with parents, schools, and other churches to become cohesive in the
education of all children.
George et al. (as cited in Billingsley & Caldwell, 1991) examined educational
programs in African-American churches, reporting 214 out of 378 churches were
conducting educational programs (e.g., childcare and field trips) within their community,
but only 57% sponsored tutoring programs. George’s pilot study included tutoring

36

programs that were accessible to non-church members. This study by George et al.
generated a noticeable need for Black churches to re-examine their education mission.
Hollins and Spencer (1990) advocated the view that if African-American students are to
experience academic success at the same level as their peers, cultural inclusion must
occur, truly reflecting the background of the African-American students.
George et al. (as cited in Billingsley & Caldwell, 1991) indicated students succeed
when the gap is closed between parents, the community, and the school. This
collaboration allows children the opportunity to step through the doorway to success.
Green-Powell et al. (2011) believed classroom teachers could not single-handedly
achieve the objectives and goals of their school. Therefore, Morris et al. (1990)
concluded teachers need additional help if schools are to meet the needs of all children.
Berger (1991) agreed but further stated additional help is needed through the support of
parents, schools, and community to work together and to know their individual
responsibility in providing educational continuity for the attainment and success of all
children. According to Fashola and Cooper (2000), schools’ officials and other
stakeholders in the lives of African-American students have acknowledged Black
churches are important partners in supporting Black students’ learning. Low-performing
schools need the support of community participants, specifically by implementing
alternative and supplemental learning opportunities (enrichment programs, recreation,
and social networks) to increase African-American students’ academic performance
(Fashola & Cooper, 2000).
From a general standpoint, the Black church can be defined as the oldest, most
supportive and influential institute that has played an important role within the families of
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the African-American people. For this reason, the efforts to introduce education to
disadvantaged students require the churches’ participation in establishing after-school
tutoring programs (Fashola & Cooper, 2000). Fashola and Cooper (2000) expressed some
tutoring programs have met the needs of students by offering low-cost remediation to
urban-city children and provided information to parents on strategies to support their
children’s learning at home.
Academic Focus
McCray et al. (2010) believed African-American students are the ones negatively
affected with increased public high school dropout rates, being miseducated (poorly
educated), having low reading and math scores, and being miscategorized and placed in
special education classrooms. This also included the discrimination and unfairness
inherent in these same issues which impede academic success. Roadblocks were
mentioned to explain the reasons African-American students were at an educational
deficit. In addition to the commonly known barriers, Gardner et al. (2001) stated AfricanAmerican students also were unsuccessful at completing traditional coursework in
school, with the high school dropout rate being 60% and course completion rate being
88%, respectively. McCray et al. also pointed out Black males represented 9% of the
student population but comprised 20% of all enrollment in special education classes. For
these reasons, Gardner et al. concluded Black churches cannot afford to disengage from
urban neighborhoods. It is important for African-American churches to take the necessary
steps to address the academic problems experienced by Black students.
In the case study of the Mt. Olivet Baptist Church’s after-school tutoring program
by Gardner et al. (2001), the program’s success was due to its design of providing after-
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school reading and math instruction, assistance with homework completion, and
recreation to at-risk children. The program partnered with the Columbus Public Schools
and the Ohio State University College of Education to meet the academic needs of
surrounding inner-city children, especially males. The selection process targeted
elementary-age children whose reading and math levels fell behind those of their peers.
The program’s project centered on the mission of children needing an excellent
education, strong Christian beliefs, and an understanding of African-American history.
Gardner et al. reported the evaluation correlated with other research findings that students
who participated in the after-school tutoring program increased their reading and math
grade level by one or more and also enhanced their social development.
In addition to Black churches aiding in reducing the academic achievement gaps
among African-American students, DePlanty et al. (2007) indicated the No Child Left
Behind Act (NCLB) was intended to improve the education system and increase the
academic achievement of all students in the US (Hill & Tyson, 2009). The objective of
the No Child Left Behind Act was for children to perform at their equitable grade level
(Nelson-Royes & Reglin, 2011). Toldson (2014) understood the law to provide children
with a modified education program and free education, yet a concern existed with the
quality of schools and the opportunities and experiences offered for African-American
children. This fact raised another question as to whether it was the focus of our
Constitution to educate African-American children to the same degree as White children.
For Black students to become academically successful, educators must focus on
establishing accessible resources that produce an academic evolution for all students
(Toldson, 2014).
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In the opinion of Meier and Wood (2004), the No Child Left Behind Act was
written unfairly. The authors pointed out African-American students were performing
lower than European-American students on the standardized test because the test was
equally assessed to all students. Nelson-Royes and Reglin (2011) continued by saying
African-American students’ test scores were consistently low in reading, writing, science,
and math. Nelson-Royes and Reglin (2011) further expressed the concern of unequal
access to instruction had been an issue since Brown v. Board of Education of 1954. As a
result of this unequal access, African-American students have for decades scored lower
than Caucasian students in those subjects.
Tutorial programs should provide academic components that consist of small
group and private tutoring sessions, study skill lessons, and homework (Fashola &
Cooper, 2000). As stated by Fashola and Cooper (2000), it is necessary for parents to
have educational options and resources that highlight effective teaching program
methods–teaching methods that include before- and after-school tutoring programs which
focus on children between grades K through 12. The sessions should be short as
compared to formal instruction. Fashola and Cooper asserted one-on-one tutoring has a
well known effect on the achievement of students. The extra work and support tutors
provide to students add to increasing their skill level by one grade in the area in which
they receive tutoring (Somers & Piliawsky, 2004). Somers and Piliawsky (2004)
hypothesized African-American students benefit from tutoring programs in ways that
relate to higher grades in major subject areas and help to prepare college-level students.
Baines and Stanley (2006) explained the tutors should experience teachable
moments with students, including a series of learning experiences that enhance
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individualized creativity for learners. This non-formal instructional model has a reduced
time span with students when compared to formal instruction. Most non-formal
instruction provides effective academic results from students, allowing Black students to
compete with their peers (Baines & Stanley, 2006). Baines and Stanley (2006) believed
sometimes it takes a different teaching approach to lead children to academic excellence.
Gaines (2010) noted partnerships among Black churches of all denominations
would increase opportunities for educational improvement for students, especially since
Black churches have been a resource for education. When researching African-American
history, insight can be seen as to the reason Black churches have invested in serving to
educate and improve Black students’ achievement. When churches advocate on the
importance of education, this support increases the desire among church members to
engage positively with parents, schools, and communities (Latunde & Clark-Louque,
2016).
Increased interest and support has been observed for Black church tutoring
programs over the past few years to supplement school learning programs. Somers and
Piliawsky (2004) proposed after-school tutoring programs are a way African-American
parents can obtain assistance to improve their children’s academic progress, perhaps even
assisting parents in helping their child with homework. Parents who enroll their child in a
tutoring program and take them to sessions frequently notice positive academic outcomes
(Somers & Piliawsky, 2004). Successful tutoring programs concentrate on children’s
curriculum content that needs improving or strengthening to enhance parents’ ability to
engage with education. Therefore, it is important to study the conditions that promote
African-American student success, exploring what works best for successful African-
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American students by examining and revealing the differences in education achievement
for African-American learners who find themselves placed in the racial achievement gap.
Financial Support
Zuelke and Nelson (2001) concurred after-school tutoring programs have a
positive effect on children’s academic success. However, nonprofit organizations such as
after-school tutoring programs need funding to provide such services to children. To
complicate matters further, donors have rejected momentary gifting to religious-affiliated
organizations’ after-school tutoring programs for years (Chira, 1991). The philanthropic
sector feared church programs were not professional, ineffective, and not qualified to be a
part of the teaching-learning process (Chira, 1991).
According to Zuelke and Nelson (2001) and Chira (1991), churches are now
receiving money from different funding sources to meet the academic needs of children.
Black churches, private foundations, and government agencies are supporting and
working together. The tutoring programs are funded from sources that include public,
private, and other charitable organizations. Churches have linked partnerships with local
schools, universities, and businesses to tackle problems that increase the gap in public
schools. Green-Powell et al. (2011) asserted receiving funding from private foundations
and some state and federal groups is the best choice for tutoring programs for children in
neighborhoods of poverty, violence, and failing schools. African-American church
tutoring programs tend to be the only stable institution in high-crime neighborhoods to
facilitate academic success for African-American learners. Tutoring programs have
documented remarkable success in improving both grades and behaviors of students and
have proven the need for more financial support. The existing literature on financial
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support to church after-school tutoring programs has revealed most African-American
churches receive financial assistance from donations of the church members (Barnes,
2015). Membership giving is the core financial source that has financed the tutoring
program (Barnes, 2015).
Staff Accountability and Commitment
Implementation of tutorial programs among Black churches is still common,
especially churches with volunteers and financial resources to support the vision (Barnes,
2015). According to experts, African-American church tutoring programs have been
limited to the amount of children they could serve due to the lack of volunteers willing to
give up their time and service without pay. Although unstable funding was not a
reflection on the programs or effectiveness, the result was a lack of commitment to serve
the needs of African-American children (Barnes, 2015).
Black communities have relied on churches for social services for years.
Community support was the foundational principle that determined the sustainability of
tutoring programs. Community volunteers, volunteer teachers, and volunteer students
often staff these programs. Some tutorial programs may have some core staff who are
paid. However, workers at Black churches mainly volunteer due to limited financial
resources.
Parent Involvement
One of the major problems facing public education is the involvement of parents.
Parent involvement plays a significant function in shaping their children’s education
(Regnerus, 2003). Regnerus (2003) held the position that a child’s educational outcome
was from parental influence. African-American parents prove to have less than average
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involvement in their child’s education (Bower & Griffin, 2011; Cousins et al., 2008);
studies have demonstrated parental involvement can improve parent-teacher relationships
and community connections of parents (Preston et al., 2018). For example, as the social
networks between parents and teachers increase, Preston et al. (2018) pointed out parents
become aware of academic opportunities and resources such as tutoring programs that are
offered to children.
Lavoie (2009) concluded effective schools that encourage and promote parental
involvement are found to be successful. Lavoie added parental involvement improves
students’ test scores and grades, decreases high school dropout rates, and reduces the
number of high-risk behaviors. LaRocque et al. (2011) and DeCastro-Ambrosetti and
Cho (2006) advocated for the view in which parental school involvement not only
increases children’s academic achievement level, but also improves parents’ opinions
regarding the school. Parental involvement builds teacher and student trust, as well as
strengthens relationships by uniting school, parent, and the community to work together.
Lavoie mentioned three factors parents should sense from a school: they should feel
invited, they should be seen as a consultant, and they should be encouraged to
communicate with teachers. Parents want to feel their teacher knows their child and cares
as well (Lavoie, 2009).
Drawing upon their professional experiences, LaRocque et al. (2011) found
parental involvement to be important in non-academic areas simultaneously with the
education continuum of the student (Woolley & Hay, 2007). Parental involvement lowers
disciplinary problems, builds positive attitudes, and increases self-esteem of children.
Researchers have found a direct relationship between student academic achievement and
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parental influence from an early age until the late teenage years (Lavoie, 2008), although
according to Deplanty et al. (2007), parental involvement decreases in the adolescent
years. Hill and Tyson (2009) added that early adolescence and the beginning of the
students’ middle school years are essential phases of children’s development. Deplanty et
al. and Hill and Tyson agreed early parental involvement during the teenage years of a
child is significant. Deplanty et al. noted this is the age children begin to understand their
purpose, goal, and the meaning of their academic performance. For parents to appreciate
the academic progress of their child, they must become involved and offer support in
their child’s education. Parental involvement includes but is not limited to the following:
ensuring the child gets to school, the child completes his or her homework,
volunteering/chaperoning at school events, monitoring activities outside home and
school, setting rules, communicating with the teacher regularly, holding high educational
expectations, collaborating with the community, and attending parent-teacher conferences
(Preston et al., 2018).
One study found adolescent children were positively affected when a relationship
was maintained between their home and school environment (Deplanty et al., 2007).
Deplanty et al. (2007) believed parents who discuss school activities at home strongly
impact academic achievement. Other writers have implied parents who remain involved
help their child plan for growth and future success. Fan and Williams (2010) also
concluded a correlation exists between parental involvement and a child’s academic
achievement.
The study by Latunde and Clark-Louque (2016) examined ways parents engaged
in their child’s education. The research design used in the study was an open-ended
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survey with a Likert-type scale. The results showed an insufficient number of parents
engaged in their child’s education by helping with learning at home. However, 90% of
the parents sought community resource programs, specifically a program that was
culturally intended to meet the needs of African-American students. Latunde and ClarkLouque asserted multiple influences presume learning takes place not just at school.
Parents felt their involvement helped their children with homework and subjecting them
to outside educational activities. Fan and Williams (2010) conveyed parents want to be
involved and are generally interested in their child’s education. However, the undertaking
of creating coherent and valuable opportunities for parental involvement remains one of
the major problems facing public education for Black students. Further research is needed
to examine the context of Black parent involvement.
Barriers Related to Parent Involvement
Socioeconomic Status
Malone (2017) described socioeconomic status by a person’s salary, employment
position, and educational successes; therefore, a parent’s socioeconomic status could
restrict the extent to which parents are involved in their child’s education. Malone ended
by stating parents of low socioeconomic status are less involved in their children’s
education compared to upper- and middle-class families. African-American parents
impacted by poverty are more likely to work long hours to feed and provide shelter for
their families (Lopez and Caspe, 2014), leaving their children home alone for long
periods of time unsupervised by an adult (Gardner et al., 2001). Lack of finances make it
difficult for struggling parents to participate in their children’s education, adversely
causing a negative effect on the children’s social development and academic
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achievements, resulting in the developmental needs of children being unmet (Malone,
2017).
Malone (2017) suggested families with high incomes spend approximately seven
times more money on out-of-school enrichment activities compared to families from lowincome homes. According to Azhar et al. (2014), socioeconomic status is one of the most
debated factors between education scholars today. The most prevalent argument is that
socioeconomic status affects the quality of children’s academic performance. Most
writers have argued low socioeconomic status has a negative effect on the academic
performance of students because their basic needs remain unfulfilled. When children are
lacking healthcare, housing, food, safety, rest, and are under stress, they do perform
poorly in school (Walker et al., 2007).
Furthermore, Gutman and McLoyd (2000) thought poor African-American
parents of high achievers oversee their children’s education in a different way than
parents of low achievers. In the qualitative study, the researchers compared poor families
with high- and low-achieving children. The study revealed poor parents of high achievers
monitored their children’s homework. Experts in the field advised that certain educational
activities (recreational programs and religious involvement) within the home are
beneficial to the achievement of poor African-American children, and there is a need for
a closer look at the difference between poor families of high-achieving and low-achieving
students.
Demographic Factors
Poverty and high unemployment are common in underprivileged neighborhoods
in which African-American families exist. Middleton (2001) reported African-American
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children are more likely than their European-American peers to live in poverty. Data have
shown 42% of Black children live in poverty, compared to 11% of White children living
in poverty. Therefore, most single-parent households rely on public assistance (Gutman
& McLoyd, 2000). As stated by Nebbitt et al. (2009), public housing aids AfricanAmerican families at a rate twice as high matched to the private renters’ market. The
authors noted, “Public housing services families were 70% of individuals were minorities
and 40% live under the poverty line” (p. 31). Until now, limited empirical studies have
examined low-income African-American children living in government public housing
(Nebbitt et al., 2009).
Middleton (2001) noted children attending low-resource community schools are
expected to face problems that obstruct academic achievement more than those who
attend schools in high-resource neighborhoods. Consequently, urban neighborhood
schools are under-funded and are limited to financial and pedagogic resources
(Middleton, 2001). For poverty-stricken families, access to family support services is
challenging to receive, if not impossible (Mendez, 2010; Middleton, 2001). Such
challenges prompt African-American children from underprivileged neighborhoods to
have negative behaviors, poor attitudes, mental problems, and learning difficulties
compared to children raised in privileged suburban areas (Mendez, 2010).
McCray et al. (2010) indicated African-American children living in inner-city
neighborhoods have become involved in acting out, crime, gangs, drugs, unemployed
parents, and accomplishing less, especially in school. These known barriers have
imparted low motivation for Black children to excel in their academic endeavors
(Bluestein et al., 2003). Although urban city schools have the largest student enrollments,
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the schools are accompanied by the highest dropout rate approaching 50%, especially
among African-American males in the US. In fact, African-American males have a
negative outlook toward school (McCray et al., 2019; Middleton, 2001). As such, the
African-American church is an ideal resource setting for Black males to receive
additional academic instructional assistance.
Gutman and McLoyd (2000) advocated the environment in which a child is living
determines education achievement. The environment involves home, community settings,
and recreation activities. Families often rely on public organizations to authorize
affordable community opportunities for children to participate (Gutman & McLoyd,
2000). Bennett et al. (2012) indicated few foundations beyond schools and churches exist
that offer low-cost activity options in non-rural neighborhoods. Lareau (as cited in
Bennett et al., 2012) showed parents living in poverty support structured recreation and
education activities, but their children participate in fewer activities compared to middleclass parents because of the limited financial and institutional resources to which urban
families have access (Bennett et al., 2012).
In addition to the neighborhood being described as dangerous and unsafe, parents
living in low-resource communities are likely to keep their children at home for safety
purposes (Mendez, 2010). Mendez (2010) anticipated demographic factors that affect
parental involvement. However, there are other factors to consider, such as the age of the
parents, employment status, community resources, race, and educational opportunities for
their child. The perceptions of African-American parents regarding this issue have
received less attention. Therefore, the Mendez study focused on issues from the
perspective of low-income African-American parents, particularly on the way in which
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receiving additional education assistance through tutoring programs can help. An
academic resolution for the child would be for the African-American parent to get their
child involved in a tutoring program. Children involved in tutoring programs have
experienced the following affirmatives: kept safe, off the streets, and able to be in an
environment with supportive adults (Walker et al., 2007).
Discrimination
Before the eradication of slavery, African Americans had no access to formal
education because it was illegal to educate Black people. In addition, during the Civil
Rights era, state laws supported discrimination in public schools by the Supreme Court
case Plessy v. Ferguson (Toldson, 2014). The ruling of Plessy v. Ferguson gave Blacks
legal access to an education permitted through a “separate-but-equal” disclosure. Public
education was offered by separating races into inferior athletic and unequal school
facilities with deficient instructional resources for Black students (Toldson, 2014). The
ruling provided legal justification for segregation in schools. Black children were placed
in low-quality school buildings and given second-hand textbooks (Toldson, 2014).
According to Toldson (2014), on May 17, 1954, the United States Supreme
Court verdict overruled the Plessy v. Ferguson decision in Brown v. the Board of
Education of Topeka, Kansas. The case was a lawsuit filed by the National Association
for Advancement of Colored People (NAACP) against the Topeka, Kansas, school
district on behalf of Linda Brown. The decision to integrate the nation’s state public
schools in Brown v. Board of Education ended racial segregation in schools in America.
The court overruled the “separate but equal” case (Fashola & Cooper, 2000). The unequal
education conditions were removed, yet the discussion continued over the years on ways
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to cease racial discrimination in public schools. Since 1758, African Americans have had
to recover from years of slavery, discrimination, and the gap between Blacks and Whites
in academic achievement (Ogbu, 2003).
Since the abolition of slavery and the Supreme Court decision of 1954
illegalizing separated schools, African-American students have been treated unfairly and
have performed significantly lower on standardized reading and math achievement tests
than Whites (Ogbu, 2003). Katz (as cited in Kornegay, 1973) felt certain elements of
existing American education have been previously set in the school system since 1880.
The writer believed class and race were the main causes of discrepancy of the academic
performances of Blacks. Katz’s philosophy was Blacks living in underprivileged
communities and socioeconomic classes were disadvantages for African-American
students in public education. He referred to public education as a social sorting device,
which meant classifying children in the same group as their employed parents. Katz
sensed the school system treated Black students according to their parents’ living address,
clothing, and socioeconomic status; therefore, it was perceived Blacks would continue to
receive less education than their White peers.
In 1983, the Hearing Committee on Labor and Human Resources of the United
States Senate met to discuss A Nation at Risk. The report addressed recommendations for
higher standards and expectations for schools. The recommendation also had specific
concerns for the need for upgraded textbooks and other learning tools. A need for an
attendance policy with clear sanctions and incentives to reduce absenteeism among
Blacks was addressed in the report. Also mentioned was the placement and groups of
students. Students’ guidance should be through academic progress and their needs, yet
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the system was attempting to fit disadvantaged African-American students into an
educational structure that was built for middle-class children. So, what does this mean for
African-American students? Americans must devote themselves to reform the education
system that assists all people. Education is an obligatory investment required for success;
among Black churches, it is the tool to mend instability for African Americans.
Education obscurity for Black children in the US has been a concern for AfricanAmerican community leaders for centuries (Gaines, 2010). African-American church
leaders have worked diligently with school leaders to achieve equality in the area of
public education (Gaines, 2010; McCray et al., 2010). African American culture has
placed importance on the value and efficacy of education. However, discrimination and
racism experienced by African-American parents have resulted in a mistrust of the school
system and personnel. These experiences have influenced the nature of parental
involvement, which amplifies during a child’s adolescent years. This period is when
African-American students begin to wrestle with their ethnic individuality (Hill & Tyson,
2009).
Bhargava and Witherspoon (2015) thought past negative school and
discrimination experiences of African-American parents explained reasons these parents
were less active at school and less involved in their child’s education. When school
personnel begin to communicate and build trust with African-American parents, they
empower parents to become more involved in school activities; only then will this further
improve the quality of the entire community. If school officials made African-American
parents feel more comfortable and welcomed, both could benefit (Bhargave &
Witherspoon, 2015). As a result, more research on involvement of African-American
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parents could clarify the way in which these opposing forces affect Black children
(Bhargave & Witherspoon, 2015).
Success
Parental involvement is necessary both at home and in school (Siddiqui, 2011).
According to Latunde and Clark-Louque (2016) and Siddiqui (20011), parental
involvement shapes children’s cognitive growth, builds self-esteem, increases high
school graduation rates, lowers rates of suspension, and produces long-term
achievements. Brandon (2007) also included children tend to have exceptional school
attendance and higher grades and test scores when parents are involved. A study
conducted by the Department for Education and Skills U.S.A (as cited in Siddiqui, 2011)
found the social class of parents was not the cause of failing students but, rather, the lack
of parents’ involvement. The results of the study conveyed regardless of a person’s social
class, children with parents who show interest scored higher grades and proved to be
more socially competent.
Parents are in charge of the help they provide their children at home. The States
News Service (2008) reported parent participation motivates children to learn. Parents
who listen to their child read and have a conversation about what is being read impact
their child’s reading and literacy development skills. The same is true for parents who
offer children help with homework; these children tend to do well in school. Education
experts have discovered the more involved parents are in their child’s education, the
greater the child’s academic achievement. As stated by Siddiqui (2011), parent
participation in school is valuable at every level, and parents need to volunteer in the
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classroom, chaperone field trips, attend parent-teacher conferences, and participate in
PTA meetings.
Latunde and Clark-Louque (2016) asserted families who attend a faith-based
church are found to influence parent involvement. The authors concluded Black families
with a strong belief toward their religion are more engaged in their children’s education
(Latunde & Clark-Louque, 2016). Brandon (2007) agreed parental involvement
reinforces students’ academic and social achievement, which also strengthens and
develops positive relationships among the school, family, and the community. Plevyak
(2003) asserted it is the responsibility of the parents, teachers, school administrators, and
community to build positive partnerships and function as children’s supporters.
Organizations can provide support and services to parents that go beyond what the school
is able to provide, such as developing after-school tutoring and family activity services.
Mendez (2010) noted for a child to be successful, there is a need for parenting
intervention that involves extracurricular activities. Parent interest should not be limited
to just the classroom; most life lessons are learned outside of school. Parents should
volunteer in community service activities such as tutoring, social development tasks, and
other community service programs. Squires and Kranyik (1995) stated when parents are
frequently involved in extracurricular activities of children, children tend to have less
deviant behavior and a positive attitude toward school.
Consequences of Lack of Involvement
Klein (2015) noted the lack of parental involvement affects the academic and
social development of African-American children. Lack of parental involvement
negativity leads to a lack of child school engagement, increased high school dropout rate,
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poor school performance, low test scores, and a higher percentage of students placed in
special education. For African-American students, they are more likely to experience
office referrals, corporal punishment, and suspensions (Yang et al., 2018). When parents
are disengaged, teachers often find increased behaviors in students to be aggressive,
disruptive, and uncooperative in the classroom (Yang et al., 2018). These behaviors often
result in school suspension (Yang et al., 2018). Yang et al. (2018) stated children who are
suspended are often struggling students and likely will drop out of school by grade 10.
A case study conducted by Bower and Griffin (2011) explained the lack of parent
involvement of elementary students. The study reported a lack of parental involvement
was responsible for low student achievement and engagement. Their study revealed the
lack of parental involvement brought about a lack of interest toward school, as compared
to students whose parents were involved. The study also revealed low-income parents
often had multiple jobs and little time to attend teacher conferences or help with
homework.
Summary
Utilizing a literature review, this chapter communicated challenges faced by
African-American students that impede academic success. Many variables contribute to
African-American students’ disadvantages, including socioeconomic factors,
demographics, discrimination, and lack of parental involvement. A major focus in the
education of African-American students is to construct an after-school tutoring program
within Black churches to aid in closing the educational gap of African-American
students. If these students are to receive academic success as other races, cultural
inclusion must reflect the history of the African-American students. Examining
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challenges, parental involvement, and African-American church tutoring programs as a
collaboration unit provided the framework for this study. Chapter III addresses the
methodological structure for this research.
The gap between Black and White students in academic achievement is historic,
both state and nationwide (Ogbu, 2003), although the academic differences between
Black and White students are not limited to the gap in standardized test scores and in
special education placement (Ogbu, 2003). Numerous challenges impede AfricanAmerican students’ academic success. When compared to White students, Black students
are achieving significantly lower. A review of scholarly literature revealed the
implementation of African-American churches’ after-school tutoring programs in
partnership with parent involvement are essential to close the academic gap among Black
students. Parental involvement, along with tutoring programs, could encourage academic
progress and offer support to the child. The relationship between academic achievement,
parental involvement, and after-school tutoring programs may have a positive effect on
their academic achievement (Hill & Tyson , 2009).
This literature review summarized the religious history of the influence of
African-American churches, African-American church tutoring programs, and parent
involvement. Each section was pertinent in providing a rich detail of barriers that impede
the academic success of African-American children. A lack of empirical literature exists
focusing on the perception and lived experiences of African-American parents with
children who attend a church-sponsored tutoring program. As such, further research is
needed to understand African-American churches’ tutoring programs, as often they are
omitted in the existing research.
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CHAPTER III: METHODOLOGY
Experts have shown parents face many barriers when trying to create positive and
successful educational programs that contribute to children succeeding academically.
This study focused on an African-American church tutoring program designed to
promote a higher level of academic achievement in education. The purpose was to get a
better understanding of the lived experiences of parents whose children attend a church
tutoring program. Knowledge and awareness of such programs can help parents who are
working with their children to improve their academic grades. This study can be
informative about lessening the barriers students face and provide insight regarding the
way in which their involvement plays an important part in their child’s education.
A qualitative design approach was best suited to examine the research problem.
Qualitative research normally collects data in natural settings that are sensitive to the
individuals in the study (Creswell, 2013). This chapter is divided into the following
sections and includes the design overview, overview of participants, instrumentation, and
methods. The study was guided by one primary research question with seven secondary
research questions.
Central Research Question
What are the experiences of African-American parents about the effectiveness of
an African-American church after-school tutoring program on the academic success of
their children?
Design Overview
Qualitative research was chosen as the design for this study to investigate
African-American parents’ perceptions of their child’s academic experience in a tutoring
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program in an African-American church in Western Kentucky. The research design for
this study was qualitative, interpretive phenomenological analysis (IPA).
Phenomenology is an approach that seeks to explore, describe, and analyze the
meaning of a person’s everyday life in how they perceive it, tell it, feel about it, judge it,
remember it, and make sense of it (Marshall & Rossman, 2011). According to Van
(2016), phenomenology explores how human beings make sense of lived experiences.
Afrashtehfar and Bryant (2021) pointed out phenomenology transitions from the
descriptions of experience to the interpretations of the experience. Afrashtehafar and
Bryant maintained IPA examines, interprets, and makes sense of individuals’ lived
experiences of interest. Creswell and Poth (2018) posited IPA is concerned with the
detailed examination of human lived experience.
The IPA allowed the researcher in this study to gain an in-depth understanding of
the perspectives of parents’ lived experiences and barriers that impacted the
implementation and success of the after-school program. Qualitative methods for
obtaining data consisted of semi-structured interviews and background surveys conducted
with the parents. The researcher’s analytic interpretation is presented in detail and
supported with quotes from participants.
Overview of Participants
Nine participants responded and were given the opportunity to ask questions about
the study before giving consent. The researcher protected the confidentiality and privacy
of the participants by use of number coding instead of using participants’ names. The
participants of this study were parents who are members of the church and whose
children participated in the after-school tutoring program. This study consisted of nine
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participants, with six parents (two fathers and four mothers) and three grandmothers. (See
Table 1).
Table 1
Description of Participants in the Study
Participant

Parent 2

Age of
Child
5
4
9

African American
African American
African American

Parent 3

9

African American

5 Grade

Female

Parent 4

9

African American

5 Grade

Male

Parent 5

9

African American

5 Grade

Male

Parent 6

7

African American

3 Grade

Male

Parent 7
Parent 8

5
4
9

African American
African American
African American

1 Grade
Kindergarten
5 Grade

Male
Female
Female

Parent 9

8

African American

4 Grade

Female

Parent 1

Ethnicity

Grade level of Gender of child
child
1 Grade
Male
Kindergarten
Female
5 Grade
Female

Instrumentation
The researcher developed two protocols for this study that included eight semistructured interview questions and eight background survey questions. The semistructured interviews provided clarity and consistency by asking the same questions of all
parents; interviews eliminated predetermined answers by allowing each respondent to
reflect individually. The specific questions allowed the researcher to understand the
parents’ perspectives of the church tutoring program and to focus on the experiences of
parents involved in this supplemental effort to help their children with their education.
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The answers were transcribed and helped to shape the researcher’s understanding of the
lived experience of African-American elementary school parents when they collaborate
with a church tutoring program.
In addition to the semi-structured interview questions (Appendix A), a
questionnaire was used to collect demographic data (Appendix B). The information
included child’s gender, race, ethnicity, grade level, education level of parent, and
socioeconomic information of the parents in the sample.
Research Construct
This study utilized an IPA research approach to gain an in-depth understanding of
lived experiences that impact the implementation and success of the tutoring program
(Tuohy et al., 2012). Slavin (2007) described a phenomenological research approach to
be less structured and more open-ended. The phenomenological design encourages the
participants to share information regarding their experiences and perspectives. In this
study, the researcher attempted to explore lived experiences of African-American parents
whose child was enrolled in an African-American church tutoring program. The IPA
research approach allowed the researcher to determine whether patterns existed in the
experiences among the participants (Slavin, 2007).
Subjectivity Statement
Growing up as an African-American female in a single-family household, I was
raised where the emphasis was placed on the importance of learning and where parental
involvement was essential to my academic success. These standards helped to formalize
my belief and values, where I wanted to support those who were struggling academically.
I have made every effort as an adult to ensure that learning was a constant life choice by
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volunteering as a tutor in an after-school tutoring program at a university. I provided oneon-one tutoring twice a week in reading to the same child, focusing on learning skills
such as reading comprehension and fluency, recognition of sight words, and spelling. I
embarked on this study because the church I attended had implemented an after-school
tutoring program. Considering a potential conflict of interest could be the church where
the tutoring program resides for this study, I am a member.
I did not directly or indirectly evaluate the children or interview the tutors of the
tutoring program. To maintain objectivity and avoid bias when interviewing participants,
I was mindful to restate the interviewees' responses using their own words during the
interview process. All data were transcribed from the semi-structured interview. I read
the transcript to the interviewees so they could determine if I represented their
perspective accurately. There is no secondary outcome that could negatively affect the
interviews and transcriptions. However, being a former tutor, an African American, and a
member of the church where the tutoring program is located, my experiences while
conducting this research allowed me to reduce the possibility of potential bias and enable
the subjects to maintain a level of ease and trust.
Procedures
Preliminary Activity
Several preliminary actions occurred before the collection of data from
participants. An initial research proposal was approved by the dissertation committee
from Western Kentucky University, and approval was secured from the Western
Kentucky University Internal Review Board (IRB) to begin the collection of data
(Appendix C). Other preliminary procedures included collection permission to conduct a
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study within the selected church (Appendix D), as well as permission and receiving
consent to survey and interview participants.
Collection of Data
The data collection process began with approval from the church pastor to present
this study to parents whose children attended the tutoring program. A letter was sent to
parents of children attending the tutoring program inviting them to participate in this
study (Appendix E). Prior to selecting potential candidates to interview the after-school
tutoring program coordinator provided the researcher with a parent contact list of children
attending the tutoring program. A telephone call by the researcher was made to ask
parents if they would be interested in participating in the study that focused on AfricanAmerican parents’ perspectives of their child’s lived experiences attending a churchsponsored tutoring program. The pool of potential subjects was considered by willing
participants. Researcher scheduled interviews with willing participants, who were asked
to complete a five-minute demographic survey before the interview. The documentation
contained an explanation of the study and assurance of confidentiality, consent request,
and instructions for completing a background survey. All surveys were coded.
Before conducting interviews, the consent form was explained and signatures
collected. When conducting interviews, very little notes were taken during the process.
Taking notes while participants talked caused a distraction; therefore, interviews were
tape recorded. Following the interviews, data were transcribed and stored according to an
accepted protocol (Marshall & Rossman, 2011).
The interview sites maintained minimal noise and distractions. Interviews were
conducted in the church youth office, places of employment, and one in a participant’s
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home. Each site was the choice of the participant to ensure comfort. All participants
consented to the utilization of an audio recording device.
Data Analysis
The analysis of qualitative data was a descriptive approach in which the
researcher interpreted the meaning of the lived experiences (Creswell & Poth, 2018). The
interviews provided information on the parents’ perceptions of the church tutoring
program, as well as the extent to which parents were involved in their child’s education.
All data were transcribed from the semi-structured interview recordings. Data analysis
was based on the coding methods of ground theory (Creswell, 2014), followed by the
principles of IPA (Tuohy et al., 2012).
First, the researcher listened to the recording and read transcriptions several times
to obtain a holistic sense of the data and took notes to synthesize responses to the data.
Open coding of the data then occurred based on constant-comparative analysis, and
results were placed in categories and themes, many consistent with the research
questions, as well as new trends that were analyzed case by case through a systematic
qualitative analysis from the transcripts of interviews.
A second round of analysis (axial coding) focused on patterns. Throughout the
data collection, the researcher identified common themes that resulted from the
participants’ interview. A descriptive method was used to provide an understanding of
the way in which the phenomenon was experienced by the participant in the study,
focusing on common themes (Slavin, 2007). Finally, the principles of IPA (emic, etic
aspects of the phenomenon) guided the analysis during one further level to provide direct
quotes from the interviews as evidence supporting the inclusion of the themes to generate

63

theory (Slavin, 2007).
Research Quality
Qualitative researchers are concerned with rigor and trustworthiness of the study.
The researcher utilized the following techniques to maintain validity and credibility
(Creswell & Miller, 2000; Gall et al., 2007):
•

Triangulation was used to gather data from multiple sources and information,
using multiple methods and data collection. The researcher used semistructured interviews, background surveys, and experts’ review to generate
findings.

•

Member checking was used to receive feedback from expert reviewers. The
researcher shared data and interpretations with participants. After conducting
interviews, the researcher repeated participants’ statements to participants for
accuracy. The researcher corrected errors.

•

Auditing trail was utilized as a chain of evidence, a process to document the
researcher’s process and method of recoding raw data, process notes, and
information about the development of the instruments (Gall et al., 2007).
Summary

Chapter III addressed the methodological structure for this research. This
qualitative study included nine parents who were members of the church and whose
children participated in the after-school tutoring program in Western Kentucky. Six
parents (two fathers and four mothers) and three grandmothers were involved in the
study. A reality-oriented approach and rigorous data analysis permitted the researcher to
answer the central research question: What are the perceptions of African-American

64

parents who are involved in an African-American church after school tutoring program
on the academic success of their children?
Chapter IV continues to provide in-depth qualitative data in a descriptive
approach. Chapter V presents an analysis and synthesis of the research findings, as well
as provides answers to the research questions that guided this study. Conclusions and
implications for further research are included.
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CHAPTER IV: RESULTS
The purpose of this study was to examine a church-sponsored tutoring program
from the perceptions of participating parents. The researcher secured interviews with nine
parents whose child was enrolled in the church-sponsored tutoring program in Western
Kentucky. Before conducting in-depth interviews, written consent was obtained from
each participant (Appendix F). No names or identifiable information were included in the
findings. The researcher did not reference any participant by name. Participants were
assigned a number on the field notes, thematic memos, and transcription in lieu of using
their actual name.
This chapter begins with an overview of the central research question and
interview questions, a summary of the participants, overview of the themes, and a
description of the themes resulting from the qualitative study. Also, the results provide
answers from each interview question with examples from transcriptions. This chapter
concludes with a summary that answers questions in an organized manner.
Central Research Question
The central research question summarized the focus of the study: What are the
experiences of African-American parents about the effectiveness of an African-American
church afterschool tutoring program on the academic success of their children? By
exploring parents' perceptions, this study answered the following specific research
questions:
1. Why do African-American parents choose to enroll their child(ren) in a
tutoring program?
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2. What are the expectations of African-American parents for their children's
academic success?
3. What is the level of diversity of parents who participate in the program with
respect to race, income level, and religion?
4. Are there benefits to a church tutoring program?
a. Dependable staffing (sufficient volunteers, the ratio of adults to children,
etc.)?
b. Quality of tutors (knowledge, commitment, etc.)?
c. Behavioral climate (children's behavior, manners, engagement, respect for
adults, etc.)?
d. Educational progress (improved reading, a better understanding of
curriculum content, better grades, improved attributes about school and
schoolwork, etc.)?
5. What are the barriers encountered that impeded success?
6. What are the strategies that contributed to the success of the children?
7. In what ways do parents describe the role of the demographic factors such as:
a. Gender?
b. Race/ethnicity?
c. Family circumstances?
d. Educational level?
e. Economic circumstances?
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Participants
The participants of this study were parents who are members of the church and
whose children participated in the after-school tutoring program. This study consisted of
nine participants: six parents (two fathers and four mothers) and three grandmothers. The
researcher discovered the mothers and grandmothers were reluctant to answer questions.
However, the fathers were eager to share their opinion. Demographic information was
collected from each participant before asking questions about their perceptions of the
church-sponsored tutoring program. Microsoft Excel was utilized to analyze the
demographic data. The questionnaire captured historical and demographic information
about the participants. Tables 2 and 3 provide an overview of the children's ethnicity and
race of the nine participants. Table 2 shows all participants’ children are non-Hispanic,
and Table 3 displays that all participants’ children are of the African-American race.
When analyzing the data, the researcher reviewed the frequency and percentage. The
frequency (f) category told the number of times the data value occurred, and percent was
the number value of the number out of 100 for each interval in the given data.

Table 2
Ethnicity of Child
Ethnicity
Hispanic

f
0

Percent
00.00

Not Hispanic or Latino

9

100.00

Total of Participants

9

100.00
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Table 3
Race of Child
Race
White

f
0

Percent
00.00

Black/African American

9

100.00

Hispanic

0

00.00

Asian

0

00.00

Hawaiian or Pacific Islander

0

00.00

Native American or Alaskan

0

00.00

All other and multiple race, nonHispanic

0

00.00

Total of Participants

9

100.00

Each participant indicated their highest level of education using the following
criteria: high school, GED, bachelor's, master's, none of the above, and prefer not to say.
Table 4 illustrates the educational background of the participants. Seven (77.78%) out of
the nine participants attained a high school diploma, and two (22.22%) possess a
bachelor's degree. Thus, the most significant number of respondents' highest level of
education was a high school diploma.
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Table 4
Students’ Parental Highest Level of Education
Highest Degree
High School

f
7

Percent
77.78

GED

0

00.00

Bachelor’s

2

22.22

Master’s

0

00.00

None of the above

0

00.00

Prefer not to say

0

00.00

Total of Participants

9

100.00

Nine participants were asked to indicate their child's gender. Table 5 portrays
three out of the nine (33.33%) participants had enrolled their male child in the tutoring
program, four (44.44%) participants had enrolled their female child in the program, and
two (22.22%) had enrolled both a male and female child in the program. Table 5 shows
there were more female children participating in the tutoring program than males.
Table 5
Gender of Child
Gender of Child
Male

f
3

Percent
33.33

Female

4

44.44

Both (Male and Female)

2

22.22

Other

0

00.00

Prefer not to say

0

00.00

Total of Participants

9

100.00
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Nine participants were asked to indicate their child's grade level. Figure 1 shows
two (22.22%) of the participants had enrolled their kindergarten and first-grade child in
the tutoring program, and only one (11.11%) had enrolled their third-grade child in the
program. Also, one (11.11%) participant's child was identified as a fourth-grader, and
five (55.55%) had enrolled their fifth-grade children in the tutoring program. Thus,
Figure 1 reveals most children in the church-sponsored after-school tutoring program
were in the fifth grade.
Figure 1
Children’s Grade Level
Kindergarten & First Grade

Second Grade

Third Grade

Fourth Grade

Fifth Grade

22%

0%

56%

11%

11%

Each participant indicated their annual household income (U.S. dollars) using the
following norms: $15,000 to $20,000, $21,000 to $30,000, $31,000 to $40,000, $41,000
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to $50,000, and $61,000+. One participant (11.11%) possessed an annual household
income between $15,000 to $20,000, two participants (22.22%) earned an annual income
between $21,000 to $30,000, one (11.11%) grossed an annual income between $31,000
to $40,000, and five (55.55%) individuals received an annual income of $61,000 or more.
According to Table 6, most participants earned an annual income of $61,000+.

Table 6
Parents Annual Household Income
Annual Household Income
$15,000 to 20,000

f
1

Percent
11.11

$21,000 to 30,000

2

22.22

$31,000 to 40,000

1

11.11

$41,000 to 50,000

0

00.00

$61,000+

5

55.55

Total Participants

9

100.00

The nine participants were asked to indicate their relationship to the child. Two
(22.22%) participants were identified as dads, four (44.44%) were moms, and three
(33.33%) participants reported they were grandparents. Table 7 shows the participants’
relationship to the child, and Table 8 shows the participants’ household status.
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Table 7
Students’ Parental Relationship to Child
Relationship to Child
Legal Guardian

f
0

Percent
00.00

Dad

2

22.22

Mom

4

44.44

Grandparent

3

33.33

Total Participants

9

100.00

Each individual indicated their child’s living household status. Table 8 shows four
(44.44%) participants indicated their child came from a single-parent household, four
(44.44%) participants implied their child was from a two-parent household, and one
(11.11%) participant revealed their child was living in a grandparent household (Table 8).
Table 8
Participant Household Status
Household Status
Single-Parent Household

f
4

Percent
44.44

Two-Parent Household

4

44.44

Grandparent Household

1

11.11

Total Participants

9

100.00

Table 9 shows the overall connection between parent and child. Parent 1
(grandmother) and Parent 7 (mom) had two children enrolled in the tutoring program—a
first-grade male child (age 5) and a female child in kindergarten (age 4). Parent 6 (mom)
had enrolled her third-grade son in the tutoring program. At the same time, Parent 8
(grandmother) enrolled her fourth-grade granddaughter in the program. Parents 1, 6, 7,
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and 8 implied their children were from a single-parent household. Parent 1 indicated her
annual income was $31,000 to $40,000, while Parent 7 annual household income was
between $15,000 to $20,000. Parent 6 possessed an annual household income between
$21,000 to $30,000, and Parent 8 earned an annual income of $61,000. Participants 2
(dad), 3 (mom), 4 (dad), and 5 (mom) implied their children were from a two-parent
household with parents receiving an annual income of $61,000 or more. Parent 2 and 3
enrolled their fifth-grade daughter in the tutoring program, and Parent 4 and 5 had
enrolled their fifth-grade son in the program. Participant 9 revealed her fourth-grade child
was living in a grandparent household. Parent 9 earned an annual income between
$21,000 to $30,000 (Table 9).
Overview of Themes
The researcher used constant-comparative analysis to evaluate new data for
common concepts and themes and compared data with existing codes to establish patterns
in the data (Marshall & Rossman, 2011). The researcher also utilized analytic induction
to develop contributing explanations, construct ground theories to develop categories and
themes, and focus on patterns related to the phenomenon of the study (Marshall &
Rossman, 2011). This study employed a description of the themes gathered from the
perspectives of African-American parents about the effect of an African-American
church after-school tutoring program in Western Kentucky. This qualitative study
specifically addressed thematic notes to illustrate parents' perceptions of the tutoring
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Table 9
Summary of the Connection Between the Parents and Child
Participant Parent
relationship
to child
Parent 1
Grandmother

Age
of
child
5
4

Parent 2

Dad

9

Parent 3

Mom

9

Parent 4

Dad

9

Parent 5

Mom

9

Parent 6

Mom

7

Parent 7

Mom

5
4

Parent 8

Grandmother 9

Parent 9

Grandmother 8

Participant
household
status
Singleparent
household
Two-parent
household
Two-parent
household
Two- parent
household
Two parenthousehold
Singleparent
household
Singleparent
household
Singleparent
household
Grandparent
household

Grade level
of child

Gender Annual
of child household
income
1 Grade
Male
$31,000 –
Kindergarten Female $40,000
5 Grade

Female

$61,000+

5 Grade

Female

$61,000+

5 Grade

Male

$61,000+

5 Grade

Male

$61,000+

3 Grade

Male

$21,000$30,000

1 Grade
Male
Kindergarten Female

$15,000$20,000

5 Grade

Female

$61,000+

4 Grade

Female

$21,000$30,000

program. The researcher maintained the integrity of the participants' commentaries
during the interview.
The themes were organized by the parents’ perceptions of the church after-school
tutoring program. Data in this qualitative study were categorized into five general themes
(Marshall & Rossman, 2011). The central themes resultant from nine interviews
included:
1. Enrollment reasons varied by individuals.
2. Improved grades are expected.
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3. Time spent on homework is a team approach.
4. A negative attitude does not always determine a lack of success.
5. Group tutoring sessions are not favored.
Research Q1: African-American Parents’ Enrollment Reasons
Theme One: Enrollment Reasons Varied by Individuals
To understand the reason parents enrolled their child in an after-school tutoring
program, the researcher-exploited interview and RQ1: What were your reasons for
enrolling your child (children) in the tutoring program?
Most parents enrolled their child in an after-school tutoring program to receive
additional help in subject areas found as weaknesses or challenges for the child.
Participants 2 and 3 indicated they enrolled their daughter in the after-school tutoring
program to help her advance academically and to enhance her social skills:
My daughter did not need help in any subject area. I want my daughter to learn
more than what the school is offering her. I support my church. The church is
providing free tutoring services to our children, and my child is encouraged to
participate. The church I attend supports education. My family supports and
participates in everything our church has to offer. (Participant 2)
Participant 3 reported that her daughter was a good student before enrolling in the
tutoring program but added, "I want her to excel further."
I enrolled my daughter in the program not because she is struggling in school like
most children receiving tutoring services. Going to tutoring is good for her
socially as well as academically. I had to convince her to agree to go to tutoring. I
want my daughter to grab hold of all the educational opportunities offered to
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her—the tutoring program allowed peer tutoring. My daughter helps other
children learn. I often would say to her, "Look at how many children you are
helping." (Participant 3)
Participants 1, 4, 5, 6, and 7 went a step further than Participants 2 and 3. The tutoring
program focused on helping children improve in subject areas found as a weak. For
example, Participant 1's granddaughter was in kindergarten, and her grandson was in first
grade when she first enrolled them both in the tutoring program:
I have always wanted my grandchildren to do well in school. I enrolled them in
the tutoring program so they could get help with homework. Also, so they could
know what to expect while at school. I want my grandchildren to receive all the
education they can get. My grandson was not performing well in school and was
not making good grades. I felt enrolling him in the church tutoring program would
help him. My granddaughter was already excelling in school. I think the tutor had
my granddaughter learning on a first-grade level curriculum. (Participant 1)
To add, Participant 1 said, "Our Pastor pushes education. He wants to see our children
succeed."
Again, the answers remained unique and varied by individual. However, they
were very similar:
I want my son to receive an educational experience outside of the school system.
That is my reason for enrolling him into the tutoring program, and of course, we
support our church. Pastor is a prominent leader in education. (Participant 4)
When speaking about learning difficulties of enrollment reasons, Participant 4 made the
following statements:
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The coordinator of the tutoring program is a math teacher at a local middle
school. She helps our son in math. My son is not a straight-A student. I would
love to see him apply himself more in school. Perhaps I am too demanding of him
because of my other two children. My two older children are excelling in school,
but my youngest son is having somewhat of a struggle, specifically in math. I
leave school concerns to my wife, and so I let her handle with the education part.
(Participant 4)
Participant 5 indicated she noticed her son's math test scores were slowly dropping:
I enrolled my son in the tutoring program because he was not performing well on
the annual comprehensive math exams. His math scores were low. I would
address the concern with his math teacher, but she did not seem to worry. So, I
was excited when Pastor announced the official start date of the tutoring program.
It was free of charge too. Pastor values education. (Participant 5)
Based on comments, it was evident participants were encouraged and positively
influenced by the church leader (Pastor) to enroll their child in the tutoring program.
Participant 5 continued by saying,
Interestingly, my son's math teacher recognized that he was behind in math. She
did not feel the need to give him extra help or recommend that I try something
different to help him receive additional help. My son was trying, but he struggled
when it came to math. He was not failing, but he was not excelling at grade level.
My son not excelling in math was not okay with me. (Participant 5)
Participants 6 and 7 knew their school-aged children needed additional help with
schoolwork when their sons were not making the expected grades. Participant 6 stressed
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she enrolled her son in the tutoring program because she was a single mother with three
children. As a result, the program provided additional help to her, especially her youngest
son:
I feel my child needed the extra help on top of his support at home and from his
teachers. He is having trouble reading. He is behind two grade levels. My other
two children come home and independently complete their homework, but my
youngest son was having a difficult time. When I help him, he gets frustrated and
begins to cry. It is frustrating to watch how he reacts to trying to do schoolwork at
home. My son cries and gets very frustrated. (Participant 6)
One interviewee cited the need to enroll her school-age son in the tutoring program
because she is a single mother with children between the ages of 2 and 12:
My oldest son struggles to complete schoolwork while at school and at home. I
enrolled my son in the tutoring program to receive extra help with schoolwork. I
try to help him at home, but I find it hard because I have other children needing
my help and attention. Therefore, I enrolled my son in the tutoring program.
Education is important to our Pastor. He would have been disappointed if our
children did not take advantage of the opportunity. (Participant 7)
Participants 8 and 9 are both grandmothers who enrolled each of their grandchildren in
the tutoring program for the same reasons. Their grandchildren were given no choice but
to attend the tutoring program. Supporting the church was necessary. The grandparents
were hoping the tutoring program would motivate their grandchildren to want to excel in
school:
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My granddaughter did not want to participant in the tutoring program; however, I
made her go. She was not having trouble in school, and she was not happy about
going to tutoring. I would love to see her make all A's. She is not a child who is
motivated to make such grades. She is okay with passing grades. Tutoring was a
time for her to get her homework done, ask questions, and receive help with
specific assignments. (Participant 8)
Participant 9 also hoped the tutoring program would have motivated her
granddaughter to do her best in school:
I enrolled my grandchild in the tutoring program to receive help with homework.
She was not happy about attending, but I guess I made her go. She did not have a
choice. She does not struggle with any subject area, but she does not apply
herself. I know she could do better in school. She is okay with making passing
grades and moving on to the next grade. I want to see her make it on the dean's
list and or honor roll. I was hoping tutoring would push her to apply herself more
in school. (Participant 9)
Research Q2: Parents' Academic Expectation for Their Child
Theme Two: Improved Grades are Expected
The third interview question asked: What expectations do you have for your
child's academic performance at school?
The purpose of RQ2 was to seek information regarding parents' academic
expectations of their children at school. Some answers included learning that not all
parents desired their children to make the dean's list or honor roll; male parents answered
much quicker than females. Male parents wanted their child to excel to the best of their
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ability, whereas female parents wanted their child to excel academically and wanted their
child to make the honor roll or dean's list. All participants expected their child's letter
grades to improve. One parent said:
I want my grandchildren to excel. I want them to be the best they can be. I want
them to make all As, but most importantly, I expect my grandchildren to do their
very best. I do not expect them to do anything less than their best. I want them to
go on with their lives, be successful, and go to college. I do not want them to go
to a trade school but instead to a four-year college. I see potential in them.
However, unless there are drastic changes with my grandson, he will go no further
than receiving a Bachelor's degree. (Participant 1)
A second participant, Participant 2, alluded that her child was intelligent and active in
sports while at school. Participant 2 noted, “My child is intelligent. I expect her to live up
to her best, knowing that she is a bright and smart girl. She is an A student. I do expect
her to go to college.”
Participant 3 suggested parents should set high goals for their children. The
participant said, "Children should take charge in their own educational experiences.”
They elaborated:
I expect my daughter to set high goals for herself in everything she does, whether
in sports or the classroom. Parents should encourage and empower their children
to take charge and control of their own education experience. If a child expects
more from his or herself, it makes the job easier for the parent. I allow my
daughter to take charge of her education. Her responsibility is to keep up with her
homework assignments and make sure they are completed and turned in on time.
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When she made her first B, I wanted to say something to her, but I did not. My
daughter was hard on herself for making the B then I could have ever been on her.
"I cannot even remember the subject." I refrained from saying something to her
because I read an article about a young girl who possibly committed suicide for
being an overachiever. My daughter is an overachiever. The suicide event came to
mind, so I did not say anything to my daughter for making a B. I am okay with
her making the grade because I knew she did her best, which is all I ask of my
daughter. (Participant 3)
According to Participants 4 and 5, the tutoring program helped their son realize at
which grade level in math he was performing. Participate 5 said, "I want my son to
perform at his grade level." One participant echoed this:
I expect him to do his homework and study for tests. It was hard to figure out how
to bring my son up to speed in math. I recognized that he needed help outside the
school system, but I felt it was too late to receive support. I did not understand
how my son was making a B in math but would score extremely low on math
tests. (Participant 4)
Participant 5 noted, "I expect him to make good grades and perform at grade level."
Participant 5 knew her son was having problems in math but did not know to what extent.
She revealed her son was performing one grade level lower in math.
While all participants' expectation was for their child to do their very best, all nine
stated they expected their child to graduate high school and attend college as exemplified
by:
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First, I expect my son to go to college. I realize he struggles with math, but that
does not give him any reason not to attend college. I get it; he need help in math.
He is not failing math. He has a B. I realize his test score says differently; I
believe God will work a miracle for my son. (Participant 4)
The data suggested most females' expectations of their child's education were
frequently different from males. Participant 5 remarked, "My son can do better than what
he is doing; yes, he is having trouble in math, but it is important that he is at least
proficient and performing at his grade level." Participant 6 noted that she expects her son
to learn at his grade level in reading and attain good grades. Participant 7 indicated the
importance of her children doing their very best in school. Participant 7 said, “I want
them to strive for As and Bs and nothing less.” This participant further said:
My son can be a little lazy sometimes when completing schoolwork. He either
semi-completes his homework assignments or never does it. I barely have time in
the afternoons to sit and focus on him. My expectation of my son is to complete
his homework independently. He can do his homework by himself; he can be a
little lazy and does not want to do it. I constantly get on him, and if I am not right
underneath him, he will not complete the homework assignment. I am a single
mother with other children in the home. I do not have time to fuss with my son all
afternoon to get his homework done. I want my son and daughter to do their very
best, graduate high school, and go to college. (Participant 7)
Participants 8 and 9 both wanted their grandchildren to excel in school with
honors. Both grandparents hoped that attending tutoring sessions would become a
motivation and a driving force to push their granddaughters toward viewing learning as
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fun. Participant 8 stated, "I do not want her to settle with passing grades." Participant 9
noted her granddaughter was determined to do the bare minimum at first while at school
and during tutoring sessions. Participant 9 commented her granddaughter is unbothered.
“I want her to go to a four-year college; however, I am uncertain that she will because my
grandchild is not motivated to further her education. My granddaughter's goal is to
graduate high school, become an adult, and get a job.” (Participant 9)
Theme Three: Time Spent on Homework is a Team Approach
In IQ2, participants were asked about the hours spent working with their child on
schoolwork each day or week. Before conducting the interviews, the researcher predicted
the participants would indicate several hours a week. However, this was not the case.
While some parents were involved in helping their children with homework, the data
suggested parents spent 30 minutes to one hour a week helping their children with
schoolwork. At the same time, some parents were not involved in helping their children
with homework but were on standby if they asked for help. Participants felt completing
homework was the child’s responsibility, while the parent’s responsibility was to monitor
the child’s grades. Participants 2, 8, and 9 mentioned they did not have to spend time
helping their children with homework:
Teachers were not sending schoolwork home. My daughter rarely brings
homework home. A few times, my daughter asked me to help with a school
project. However, my way of helping was purchasing the supplies she needed for
the project. “I did not help her!” Come to think about it, I do not spend any time
with my child assisting with homework nor with special school projects.
(Participant #2)
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Participant 2 said,
I check the school portal. When monitoring the portal, I can see each grade per
subject, class assignments, and missed and completed works. Again, she barely
has homework. In the evenings, while I cook dinner, I have my daughter read a
book aloud for about 20 to 30 minutes a day. I have her sit in the kitchen, so I can
hear her read. (Participant 2)
Participant 3 added that his daughter barely has homework. He stated, “I guess
she finishes the work at school, but then again, I do not believe teachers assigned
homework like back when I was a child.” Due to his daughter not having homework,
Participant 3 found it difficult to help his daughter, stating, “It is time for children to be
held accountable and responsible for their education. If my daughter has homework, her
mother and I expect her to complete the work, and if she needs assistance, she should
ask.” Participant 3 believes helping children to excel academically is a team effort and
not on the parents alone:
She is very independent. Again, it goes back to having your child take charge in
their own education experience. If she needs help, she knows she can ask, and her
mother and I will help her. I monitor and encourage my daughter to complete her
assignments and turn in her homework. I downloaded the school’s portal
application on my cell phone, and I check her progress daily. I do not spend time
helping my daughter with homework. She knows I value education, and if she
needs help, she can ask. (Participant 3)
Participant 9 said,
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I cannot recall if I ever assisted my granddaughter with homework. Teachers at
the public school where my granddaughter attends do not assign homework to
students. I have never seen my granddaughter open a school textbook while at
home. I do not think schools provide books anymore to students. It is mainly
worksheets. I ask my granddaughter every afternoon if she has homework, and the
reply is always, “No!” I could create a lesson, but I never really thought about it
until now. I usually come home from work, ask her about her day, cook dinner,
and prepare for the next day. I am a grandmother raising my granddaughter.
Classroom instruction and the way children learn now are different from when I
was in school. I do not know if I could help my granddaughter with her
schoolwork. That is why she is in the tutoring program at church. I need support
and a team to help me. (Participant 9)
However, Participant 8 presented struggles with helping with her granddaughter’s
homework: “I am over 58, and it is tough motivating my grandchild to go in her room
and do her homework after school”:
It is a challenge for my granddaughter to ask for help with homework, even at
tutoring. Having time at home to sit beside her while completing homework is an
issue for me. I am a working grandmother trying to help my daughter raise her
daughter but sometimes it is too much. Schoolwork is not what it used to be when
I was growing up. However, my granddaughter says she never really has
homework. I spend about 15 minutes per day discussing with my granddaughter
how important it is to make good grades and complete homework assignments.
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My own daughter keeps up with monitoring the school portal to check my
granddaughter’s grades. (Participant 8)
Participants 1, 4, 5, and 7 also alluded that their children barely brought
schoolwork home but stated the parents often spend about 20 to 30 minutes helping their
children with the homework when their children do bring it home. Participant 7 noted, “I
have four children at home; if my children need help, they know to ask me. My son, boy,
can be challenging at times. I am glad the teachers do not assign much homework, if any,
to students”:
When I help my son with his homework, I spend about 30 minutes to an hour that
day helping him. That is why I am so thankful for the tutoring program. On
Wednesdays, I tell my son to take his homework with him and have the tutors
help him. The biggest problem with me helping is that I am a single mother with
three other children. I work a full-time job. It has always been a challenge to get
everything done in the evenings. I wish my son would independently complete his
homework without me having to stand over his shoulders. Sometimes I take him
to my mom’s house so she can help him. That is, if he has homework. He rarely
does. (Participant 7)
Participant 1 stated,
I help my grandson with his homework. Oh, I spend perhaps about um… a total
of 1 hour a week helping him, 20 minutes on Tuesday, Wednesday, and Thursday.
That is, if he has homework. With my grandson, I have to stay on him about
doing his homework. He does not like to read nor study. He wants to do well in
school but does not want to put in the work. My granddaughter does not need
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help, and she is an independent cookie. My granddaughter thrives on learning; she
loves to learn. (Participant 1)
Participant 4 went a step further and stated, “Honestly, my wife helps the children
with schoolwork. I am more of a support and an encourager. I would hear my
youngest son say, ‘I am not smart,’ as my oldest son or my wife help him with
homework.” (Participant 4)
Data suggested most participants struggled with making time in their daily
schedule to help their child with homework. Other participants indicated their child does
not bring schoolwork home:
When my youngest son works on his homework, I must watch over his shoulders
to make sure he was doing it and done right. I was more hands-on with my son
than my husband. My son and I spend about 2 hours a week on his homework, but
to tell you the truth, he rarely has homework. I have never seen my son open a
textbook. When it comes to my son completing math problems, I spent more time
explaining why he got the problem wrong. (Participant 5)
Participant 6 noted her son attends a private school. The participant’s son would
have homework to complete daily:
The amount of time I spend helping my son with his homework during the week
depends on the amount of schoolwork he brings home per day. He has a lot of
homework and test to study for during the week. It is crazy the amount of
homework my son has every day. My son attends a private school, so I spend
about 4 to 5 hours a week helping my son with his homework. My son is a grade
or two behind in reading, which causes my son to cry and get frustrated. He tends
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not to want to complete all his homework in one day. If it was his choice, he
would be outside playing or in his room playing video games, which is
unacceptable! Because he is behind in reading, I work with him at home. On
Tuesdays, he stays after school and receives private one-on-one tutoring with his
reading teacher, and he attends the after-school tutoring program at church on
Wednesday nights. (Participate 6)
Research Q4: Benefits and Assessment of the Tutoring
Theme Four: A Negative Attitude Does Not Always Determine a Lack of Success
Interview question four asked: What benefits has your child received from
participating in the church’s tutoring program?
The focus of RQ4 was to seek information regarding the overall quality of the
tutoring program: quality of tutors; dependability of staff; behavioral climate (children's
behavior, manners, engagement, and respect for adults); and educational progress of the
children. When talking about the benefits and the overall quality of the tutoring program,
Participant 1 made the following statements:
The tutors arranged the tutoring program's environment like a classroom setting. I
believe the ratio was 1:3. The tutors assessed each child before enrolling them in
the program. The assessment allowed the tutors to know the learning weakness
and strength of the child to include the grade level that each child performed in
reading and math. My grandson did not do well. However, when he started
working with his tutor, we discovered he knew more than we anticipated. By
attending the afterschool tutoring program one time a week, I noticed my
grandson's grades gradually increased. He went from making Fs to Ds, Ds to Cs,
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Cs to Bs, and As. My granddaughter was in kindergarten and was already doing
well. However, my grandchildren's tutor set high expectations for her students.
She had my granddaughter doing first-grade work. She expected success and
progress. Watching my grandchildren motivated me. I started pushing my
grandchildren a little more after seeing their learning capabilities. It was “icing on
the cake” to have my grandchildren attend a tutoring program where the tutor
truly cared about the welfare of the children's education. She recognizes the
learning areas in which the children most needed help, where I would not have
seen it. I am the type of grandparent that will participate and be involved in
everything the church does; my family will be a part. The tutors were all
volunteers and did not receive pay. What I love most about the program is that the
tutors took an interest in our children. The tutoring sessions were one time a week
for an hour. Once the children arrived, signed in, and settled into their classrooms,
the actual learning instruction time was approximately 35 to 45 minutes. I believe
the session length of time was too long for my grandson. He needed a break about
every 15 minutes due to his short attention span. My granddaughter could have
gone longer. Participant 1 stated, "I wished the program provided one-on-one
tutoring sessions at least twice a week, especially for my grandson." There were
not enough volunteers to render such a request. (Participant 1)
Participant 1 mentioned the benefits of the program and the behavior of her grandchildren
while receiving tutoring services:
Oh…my grandson cannot stand schoolwork, and so at first, there were some
behavioral issues during the tutoring sessions. He did not want to pay attention.
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The tutor addressed her concerns to me, and I took care of the problem. I cannot
recall any more behavioral concerns. There were no issues with my granddaughter
while attending tutoring. One of the things the tutors would do was reward the
children for doing well, and that seemed to motivate my grandchildren. If I could
change one thing about the tutoring program, especially for my grandson, it would
be for him to have received one-on-one tutoring. The group setting was okay, but
I believe my grandson would have done better one-on-one. (Participant 1)
During the interview with Participant 2, she expressed her dislike of the tutoring
program: "I do not think the tutoring program was beneficial to my daughter. The initial
enrollment assessment was beneficial." Participant 2 did not go into any further detail as
to why she felt the assessment was helpful. However, she did express her concerns and
dislike about the program:
The tutoring program never challenged my daughter any further than what she
already knew and taught at school. I feel my child was bored at tutoring. I was
concerned about the tutors' qualifications, even though I was uncertain of them. If
you have the heart to tutor, I guess to tutor; you do not necessarily need a
teacher's license. I do not know if some of the tutors knew how to teach. I think
they knew enough to help the children. While partaking in tutoring, my daughter's
grades did not improve; she was already on the dean's list before enrolling in the
program. My daughter never understood why her father and I wanted her to attend
the church's tutoring program; she felt she was not learning anything new. I made
her attend, hoping that it would take her beyond what she already knew. During
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tutoring time, my daughter was on the computer or completing worksheets.
(Participant 2)
Participant 2 was candid that the tutoring program should have provided one-onone sessions for gifted students. She continued by saying the program was irresponsible
due to the lack of supplies, learning materials, and computer software usage available for
advanced students. Participant 2 noted, "When my daughter goes to tutoring, she is bored
out of mind, gazing at the computer completing assessments and worksheets."
Participant 3 elaborated by saying, "The tutoring program helped my daughter's
social skills. There was some peer-to-peer tutoring taking place, and my daughter assisted
with helping other children learn":
The program evaluated my daughter before enrollment. The information was
helpful in the sense that it provided data on her academic performance level. My
daughter scored advanced for her grade level; the tutoring assessment outcome
was in sequence with the school testing results. I felt my child was bright, and to
know per the assessment, she was right where she needed to be, and that was
refreshing. The tutoring program could have incorporated more resources and a
better curriculum for students labeled as gifted. Perhaps I am a little selfish with
my opinion. The tutoring program was boring to her; it did not stimulate her
mind. However, she stayed positive and very respectable towards the tutors. She
always went to tutoring with an open mind. (Participant 3)
Participants 4 and 5 maintained the tutoring program provided an environment that
was conducive to learning. The church after-school tutoring program tailored the need
according to each child's learning ability and grade level. The tutoring group sessions
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were small, and the tutors motivated, influenced, and pushed the children academically,
bringing out the best in them. The learning environment was comfortable and quiet.
Participant 4 asserted,
I think it was a good thing for my son. If the tutoring coordinator could have
gotten more people to volunteer as staff, the program could have been more
beneficial for more students to attend, like non-church members. I would have
loved my son to receive one-on-one tutoring. That would have been perfect!
The church took time to invest in my son's education. It takes a village to raise a
child, and this village got my son to the point where he is now. The tutoring
program helped my son become proficient in math, which means he is at grade
level. It did help that my son went to tutoring every Wednesday with a positive
attitude and ready to learn. The program displayed the importance of education.
(Participant 4)
Participant 5 spoke that the tutors were personable and made learning fun,
comfortable, and without judgment:
The tutors were all volunteers; no one was paid. Tutors met with the children one
time a week. Children were assigned into groups based on grade. Due to the lack
of volunteer tutors, there was no one-on-one tutoring; however, the tutors made
lessons fun and enjoyable. Despite my son not receiving one-on-one tutoring, his
math test score performance improved, and his grades slightly changed.
(Participant 5)
Similar to Participant 4, Participant 5 highlighted the need for one-on-one tutoring for her
son:
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In the end, my son's math test scores were at the proficient level. My son was
respectful to his tutor and went to tutoring with a positive attitude. I would not
have accepted anything less, especially when people were taking time to help him
without getting paid to do so. I believed his attitude, along with the help of his
tutor, made it possible for my son to have achieved the math goal. (Participant 4)
As a single mom of three children, Participant 6 indicated the tutoring program was a
great help. In a subsequent comment regarding her youngest son's attitude at first about
attending tutoring, Participant 6 said, "He was very negative about going at first, but now
he enjoys going to tutoring.” Participant added:
The tutor teaches my son strategies for staying focus while reading. Retaining and
comprehending what he reads is a challenge for him. My son's attention span is
short. Learning to pay attention and staying focus is critical. Since enrolling my
son in the church tutoring program, there have been significant improvements. He
is reading a little better, meaning he is reading more fluently. He is still a grade
level behind in reading, but he is getting there. The program did provide one-onone tutoring with him simply because he struggles with recognizing sight words
and does not comprehend what he reads. I think my son is the only student in the
program who is receiving one-on-one tutoring services. Most children are in
groups. Since receiving tutoring, his reading grade has improved by one letter. He
is no longer two grades behind but one. Also, his Elementary school reading
teacher noticed improvement. His reading teacher indicated he was getting better
with completing assignments and needing less assistance from her. (Participant 6)
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Participant 6 changed the subject and began talking about the tutoring assessment
completed on her son before enrollment. Participant 6 noted:
Um, the assessment completed before enrollment was a great tool; it recognized
weak subject areas; therefore, the tutor began working on areas identified as my
son's weaknesses and built upon his strengths. The tutor started with sight words
and worked her way to having him read more aloud to her. I loved when the tutor
read to my son and in turn have him read out loud mocking how she read to him.
She would read a page and then have him read a page. They went back and forth
until my son began to mimic how the tutor was reading. (Participant 6)
Participant 7 noted her son was not a "happy camper on the first day of tutoring."
Her daughter, on the other hand, was excited and ready to meet her tutor: “My son went
in with a nasty disposition, and my daughter was like, ‘see you later, mommy.’"
Participant 7 explained her son and daughter completed an assessment before being
enrolled in the program. The results of her son's assessment revealed he had some
learning weaknesses in math and reading:
On the first day of tutoring, my son told me to pick him up early, he did not want
to stay the full hour. The tutoring program lack volunteers. My daughter was in
kindergarten at the time and was placed in the tutoring group with my son. My
son was in the first grade. My daughter tested well, and so she was receiving firstgrade learning instruction. The tutor spent time going over math problems, sight
words, reading comprehension and had children read aloud while taking turns.
Even though it was my son and daughter in a group, it became a competition
among siblings during tutoring. They were striving to make better grades than the
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other and racing to see who could first blurt out the correct answers to questions
asked by the tutor. The unspoken competition motivated and pushed my son to
want to make As on his assignments; therefore, I gradually saw a difference in his
grades. His grades started improving. He went from Fs to Ds, Ds to Cs, Cs to Bs,
and As. It helped that he did not want to disappoint the tutor. He was a little
scared of her and did not want to explain why he was not doing his best; he began
to put forth great efforts. My children's tutor had a master's degree in education.
She expected the children to do nothing less than their best. That is what she
would tell them. (Participant 7)
Participant 7 indicated if she could change some things about the tutoring program, she
said, "I would have had all children receive one-on-one tutoring services twice a week."
Participants 8 and 9 agreed with Participant 7 that the program should have provided oneon-one tutoring to all students twice a week.
Participate 8 revealed for a child to receive one-on-one tutoring, there had to be
an extreme need. There were not enough volunteers to provide one-on-one services to
every child. Participate 8 stressed during the interview multiple times that she made her
granddaughter attend tutoring. Going to tutoring was not something her granddaughter
was fond of doing:
On Wednesdays, my granddaughter would have the biggest attitude. I would say,
“It is tutoring Wednesday.” Then she would remind me of her passing grades.
Enrolling my granddaughter in tutoring was a good decision. My granddaughter
was at least getting her homework done if nothing else. I wonder if she had oneon-one sessions with a tutor, would that have made a difference. Would it have
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motivated, inspired, and pushed her to do more academically? My granddaughter
liked her tutor, but I think being in a group with other young girls her age was a
distraction. My granddaughter is a social butterfly and loves to talk. Surprisingly,
my granddaughter's grades improved by one letter. Trust me; it was not because
she was consciously trying to make better grades. The tutor would have her
students turn in their homework assignments to her once completed for review.
The students could not socialize with one another until homework was complete.
The tutor's rule was that everyone's homework assignment must be completed and
reviewed by her first. Sometimes you would find some of the children helping
each other just to talk, which allowed them to learn. (Participant 8)
Participant 8 stated she was unsure of the educational background of her
granddaughter's tutor: “I know most tutors had a bachelor's and master's degree in special
education, math, reading, science, or other education fields. Three of the tutors worked at
a school in either Kentucky or Tennessee.” (Participant 8)
Children who attended the church tutoring program received an opportunity to be
academically successful. Participant 9 stated her granddaughter's tutor took an interest in
her granddaughter's education. The tutor would attempt to find ways to make learning
fun. The tutor would have children engaged in educational games. She talked to the
children that learning was fun and how important it was to make good grades. Doing your
best was all she asked from her students. My granddaughter often said,
You mean to tell me passing is not good…...what if that is my best. Learning,
exposing her mind to new concepts, and furthering her knowledge did not interest
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her. She remains unbothered by other children receiving recognition for good
grades and other academic achievements. (Participant 9)
However, another issue was noted:
I do not like the fact there was no one-on-one interaction…... I do not believe all
children learn the same way, even though I love how the tutors were creative in
how they taught in small groups to meet every student's needs. I feel like one-onone tutoring would have been better for my granddaughter. My granddaughter
was kind and polite to the tutor and the other students in her learning group. I
believe there were four children in her group. The learning atmosphere was great.
It was quiet. The tutor came prepared to teach. The overall program, in my
opinion, was excellent. Of course, there is always room for improvement with
every program. (Participant 9)
Participant 9 continued,
My granddaughter liked her tutor. She just did not like going to tutoring. She
preferred being at home watching television, looking at YouTube videos, and
listening to music. She is on her cell phone all the time at home. Education is the
furthest thing on her mind, so she does just enough to pass to the next grade.
(Participant 9)
Present struggles remained for Participant 9 regardless of the extent to which she
attempted to motivate, inspire, reward, and talk to her granddaughter about the
importance of education and applying herself in school.
Research Q6: Strategies and Outcome of the Tutoring Program
Theme Five: Group Tutoring Sessions are Not Favored
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With Questions 7 and 8, the researcher discovered children could learn in group
sessions. Tutors used a variety of creative learning strategies and techniques to provide
children the opportunity for academic growth. However, as the data suggested, one-onone tutoring sessions would have been the participants' preferred choice. Most
participants believed one-on-one tutoring sessions could have been the driving force for
their child to perform at an advanced level.
Participant 1 indicated one-on-one tutoring sessions were important because the
session would allow the tutor to focus on one child at a time. Participant 1 said,
I do not think parents thought about the benefits of the group. When you stop and
think about it, the tutor had children read books, write a short book report, and
had children read the report aloud to their peers. The children chose books of
interest. My grandson, who did not like to read, was excited to share what he
learned about his book. It was a biography about the life of a baseball player.
When I stop and think about the experience, the lesson provided reading
comprehension, writing skills, and public speaking. The book report assignment
taught reading fluency skills. The tutor had children take the book home and read
the book aloud to their parents before writing the book report. She had children
reading a lot of books and short stories to each other. (Participant 1)
Participant 1 indicated using creative learning techniques was essential and elaborated by
saying, "I guess one-on-one is not the only way to tutor children. I saw that firsthand;
group tutoring is another great way if done correctly."
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Participants 4 and 5 claimed even though they desired one-on-one tutoring
services for their son, they concluded group tutoring was effective and resourceful. Their
son scored proficient in math:
In the end, everything worked out; however, I still believe my son could have
advanced with one-on-one tutoring. Yes, he reached his math goal, and I am
proud. It would have been fantastic for him to achieve beyond the set goal. The
fact that the tutor made math fun made my son enjoy going to tutoring. She
incorporated math games, which allowed competition among the children. For
example, the tutor would call out a math problem, one plus two (1 + 2), and the
children had to shout the answer. She would also create math board games for the
children to play together. Children were not sitting down completing worksheets
and homework. Children were engaged in learning, whether they realized it or
not. I saw my son's math test scores improve. (Participant 4)
Participant 7 supported the notion that group tutoring did the job it was set to
accomplish:
Um, my son would not read aloud around people. The tutor had children sit
around a table together, reading books and having them take turns reading aloud.
Attending tutoring has brought boldness to my son. He still reads a little slow, but
he does read more fluently than when he first started. The tutor tried speedreading techniques with the children; she claimed it would improve their ability to
read fast. I am not sure if that helped my son. Perhaps one-on-one would have
been better for him. My son has trouble comprehending what he reads. Reciting
what he reads is a challenge for him. Therefore, speed-reading only improved his
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ability to read a little faster, but not the ability to vocalize what he read. This
technique might have helped other children, but it did not help my son. I did think
peer tutoring was an excellent idea, especially when children paired in twos to
help each other with homework. (Participant 7)
When speaking about ongoing group tutoring, Participants 8 and 9 were not fond
of the idea:
As many tutoring programs struggle with staffing, scheduling children on
different meeting days would have been helpful. Tutoring for all children was on
the same day, one time a week, Wednesday to be exact. Tutoring was from 6:00
p.m. to 7:00 p.m. After tutoring, the children would attend a Wednesday night
Bible study in the sanctuary. I felt Wednesday was not a good day to have
tutoring. However, my granddaughter's grades did improve. It was not because
she was motivated and had the willpower to want it for herself. The tutor
reviewed and checked her homework while at tutoring. Peer tutoring helped too.
Children enjoyed working together to solve the math problem and reading
assignments. (Participant 9)
Summary
Through data analyses, five themes emerged concerning the perceptions of
African-American parents about the effect of an African-American church after-school
tutoring program on their children's academic success. This chapter noted findings by
interview question responses, and organized thematic contributions included:
1. Enrollment reasons varied by individuals.
2. Improved grades are expected.
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3. Time spent on homework is a team approach.
4. A negative attitude does not always determine a lack of success.
5. Group tutoring sessions are not favored.
Chapter V summarizes results and includes conclusions, implications, and
recommendations for further research.
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CHAPTER V: CONCLUSIONS AND RECOMMENDATIONS
Summary of Study
The purpose of this study was to examine a church-sponsored tutoring program
from an African-American parental perspective in Western Kentucky. Although this
study specifically focused on parents' perceptions, the study provides rich insights into
the organizational culture, effectiveness, and challenges of the church after-school
tutoring program. The researcher employed data analyses by utilizing constantcomparative analysis and inductive analysis. The data analyses and coding allowed the
researcher to establish themes to understand and explore the perceptions of AfricanAmerican parents’ experiences about the effect of an African-American church afterschool tutoring program.
This chapter includes an overview of the central research question and a summary
of the themes. The discussion provides findings and conclusions of themes, limitations of
the study, implications for practice, and recommendations for further research.
Central Research Question
The central research question that guided this study was, What are the experiences
of African-American parents about the effectiveness of an African-American church
afterschool tutoring program on the academic success of their children? The researcher
used the semi-structured interview instrument with nine parents to address the research
question.
Summary of Themes
Using constant-comparative analysis and inductive analysis as described in
Chapter III, the researcher categorized the data into five primary themes related to the
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perceptions of African-American parents about the effect of an African-American church
after-school tutoring program:
1. Enrollment reasons varied by individuals.
2. Improved grades are expected.
3. Time spent on homework is a team approach.
4. A negative attitude does not always determine a lack of success.
5. Group tutoring sessions are not favored.
Discussion of Themes
The summary of the interviews provides a comprehensive understanding of the
perspectives of African-American parents’ experiences about the effect of a churchsponsored after-school tutoring program in Western Kentucky. The findings and
conclusion presented are based upon the qualitative data derived from this study. This
study found that participants enrolled their children in the program because the church
pastor encouraged children's participation and, second, because participants were
expected to be supportive of the church after-school tutoring program. Data point out
time spent on homework is a team approach between tutor, child, and parent. The results
show the attitude of a child does not determine whether the child will excel. Helping
children improve their letter grades by one or more and perform at grade level are
positive outcomes regardless of the child's initial negative attitude toward receiving
tutoring services. All participants believe one-on-one tutoring sessions go beyond small
group tutoring sessions; however, small group tutoring sessions accomplish the program's
goal. Thus, ongoing tutoring is necessary.
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Research Q1: African-American Parents Enrollment Reasons
Theme One: Enrollment Reasons Varied by Individuals
The qualitative results from the data analysis suggest enrollment reasons vary by
individuals. Participants enroll their children in the after-school tutoring program to
support the church. The second reason is that education is important to the church pastor.
The third purpose is the pastor encourages parents to enroll their child in the program.
The fourth reason for a child’s enrollment is because tutoring is free. Last, participants
need community support and assistance to help with the academic performance of their
children.
These findings do not support the writing of Gutman and McLoyd (2000) as it
relates to reasons for Black parents enrolling their children in an external source such as a
religious institution. Gutman and McLoyd wrote that Black parents seek external sources
such as religious institutions and community recreational programs to prevent negative
outcomes such as school failure and dropout. Although parents want academic assistance
and support for their children, their main reason for enrolling their child in the tutoring
program is due to the influence and encouragement of the church’s pastor.
To understand the participants' perceptions for needing tutoring, supports are
based on the interviews with participants. Some children were scoring low in reading and
math on the school's standardized test, in addition to performing below grade level in
those subject areas. These findings are supported by the writing of Nelson-Royes and
Reglin (2011) and Hoff (2008), which indicate African-American students' test scores are
consistently low in reading and math. The writing of Reardon (2019) also supports the
findings that Black students’ standardized test scores remain low. Hoff noted a need to
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bring attention to closing the education gap because Caucasian children are performing
better in math and reading than African-American students.
During the interviews, participants indicated that they want more for their
children than what the school system can provide if their children are going to perform at
grade level. The writing of Green-Powell et al. (2011) and Morris and Lee (1990) support
the findings that classroom teachers cannot single-handedly achieve the objectives and
goals of their school, and teachers need additional help if schools are to meet the needs of
all children. Darling-Hammond et al. (2004) agreed some African-American children
require more help than school access. Darling-Hammond et al. suggested enrolling
African-American students in after-school tutoring programs is one solution to encourage
academic progress and offer support to the children. Gardner et al. (2001) agreed with the
findings that after-school tutoring programs should be designed based on children's
reading and math levels. This tells the researcher that, to achieve positive outcomes for
African-American students, like Gardner et al., after-school tutoring programs should
strengthen reading and math skills.
The information shared indicates the program's mission in this study is geared
toward improving standardized test and grades of children by assessing the children
before enrollment and designing learning curricula based on the child's needs. These
findings challenge the previous writing of Hollins and Spencer (1990) in regard to the
academic success of African-American students. Hollins and Spencer indicated if
African-American students are to experience academic success at the same level of their
peers, cultural inclusion must occur that reflects the background of the African-American
students. This suggests that the church-sponsored tutoring program’s design should
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center on children needing an understanding of African-American history to reach
African-American students. However, the tutoring program rely on that relationship
building through a relevant learning curriculum to assist the achievement of Black
students.
Research Q2: Parents' Academic Expectation for Their Child
Theme Two: Improved Grades are Expected
A repeated theme is that participants expect their children to do their very best
and make good grades while in school. Also, participants indicated they want their
children to perform at grade level in reading and math. While few empirical sources exist
related to parental expectation, Gardner et al. (2001) indicated students who participate in
after-school tutoring programs increase their reading and math grade level by one or
more grade levels. Somers and Piliawsky (2004) supported the findings and posited
African-American students benefit from tutoring programs in ways that relate to higher
grades in major subject areas. In addition, data indicate participants expect tutors to
influence and inspire their children to become excited about school learning and making
good grades. The writing by Nettles (1991) suggested that Black-run community
programs bring about positive outcomes in changing the way students think about
themselves and school. Overall findings reveal participants in the study expect their
children to graduate high school and attend college. Phia and Miller (2003) wrote that
African-American church tutoring programs positively affect students' engagement in
school learning and promote Black students' skills to become successful. Parents'
expectations for their children are to do their best in school, make good grades, graduate
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high school, and attend college; however, parents' expectation for children to test above
proficient on school's standardized test was unclear.
During interviews, participants reported tutors incorporate peer tutoring to get
children involved with each other. Children are able to assist each other with homework
and other school assignments, which leads to children holding one another accountable to
complete homework. Some children become intentional about asking for help with
homework and ensuring their assignments are turned in on time. Participants discovered
their children's grades improved by one or more letter grades. This finding supports
Nettles' (1991), which indicated community programs help students begin to take on a
personal disposition toward their education. In addition, the findings agree with Gardner
et al. (2001) suggesting students who participate in the after-school tutoring program
increase their reading and math grade level by one or more. Children's reading and math
grade levels increased, but to their expected grade level. Also, based upon interview with
parents’ children's grades improved by one or more letter grades. While data indicate in
the beginning most children were performing below grade level, as time passed, children
started performing at their current grade level. This tells the researcher that in order to
reach African-American students, tutors are finding ways to engage and motivate them.
Research Q3: Level of Diversity of Parents
The third research question addressed the level of diversity of parents who
participated in the program with respect to race, income level, and religion. The
questionnaire provided demographic information and was collected for descriptive
purposes. The information included gender, race, ethnicity, grade level of the child,
household income, parents’ highest level of education, household status, and adult
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relationship to child. The questionnaire captured historical and demographic information
about the participants. All participants are non-Hispanic, and all are of the AfricanAmerican race. Each participant indicated their highest level of education using the
following criteria: high school, GED, bachelor’s, master’s, none of the above, and prefer
not to say. Seven out of the nine participants attained a high school diploma, and two
participants possess a bachelor’s degree. The most significant number of respondents’
highest level of education is a high school diploma. Participants are members of the same
church. There were no barriers noted related to the level of diversity of parents to have
limited children’s access to learning and participation in the tutoring program.
Participants are members of the same church.
Theme Three: Time Spent on Homework is a Team Approach
The qualitative data analysis determined that, overall, time spent on homework
depends on the amount of schoolwork the child brings home. However, most participants
indicated their child rarely has homework, causing parents not to spend time helping their
child. When necessary, a few participants disclosed they spend from 20 minutes to one
hour a week helping their child with homework if needed. However, one participant
spends four to five hours a week helping her son with homework. Participants revealed
most children in this study attend public school, except for one child who attends a
private school. The findings on hours spent on homework show a difference between
participants' children who participate in public school versus a private school.
While the participants indicated children having homework is uncommon, most
participants expressed the need to monitor their children's school portal. Watching the
school's portal is a way to ensure class and homework assignments are completed.
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Participants also utilize the school portal to monitor their child's grades. Participants
vocalized that children should take charge of their own school experience and learn to
complete homework independently. In addition, participants expressed the child should
be responsible for asking them for help when needed. Empirical sources related to
parental involvement (Lavoie, 2009) suggest parental involvement improves students’
test scores and grades, decreases high school dropout rates, and reduces the number of
high-risk behaviors.
Participants with multiple children at home and participants in the household as
single parents find it challenging to spend time helping the child with homework.
Participants voiced working long hours on their job and going home to cook dinner is a
struggle, let alone having available spare time to help their child with homework. Data
reveal participants seek help by sending their children to tutoring. These findings are
supported by the study of Latunde and Clark-Louque (2016) regarding parental
involvement. The study results show an insufficient number of parents engage in their
child's education by helping with learning at home. Most parents seek community
resources for assistance (Latunde & Clark-Louque 2016). However, the findings
challenge the work of Latunde and Clark-Louque regarding families who attend a faithbased church are found to influence parent involvement because Black families with a
strong belief toward their religion are more engaged in their children’s education.
Although the parents in this study attend a faith-based church, during interviews with
parents it was found parents spend very little to no time helping their children with
homework.
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Research Q4: Benefits and Assessment of the Tutoring Program
Theme Four: A Negative Attitude Does Not Always Determine a Lack of Success
Throughout the interviews with participants, it was determined children's grades
improved. According to the participants, tutors establish fun methods to help children
learn and stay engaged. However, a few participants indicated their child initially did not
want to join tutoring but was made to attend. Although the feeling toward attending the
tutoring program initially was negative, as time passed some participants revealed their
child became positive after discovering learning is fun. Still, regardless of how the child
feels about attending the after-school tutoring program, a positive outcome occurs if the
child regularly attends tutoring sessions. This finding supports Somers and Piliawsky
(2004) who indicated parents who enroll their child in a tutoring program notice positive
academic outcomes.
Children are very respectable and polite to their tutors. For the most part,
participants reported that over time, their children began to enjoy learning; participants
found the activities and extra assignments in tutoring help their children excel in school.
Children had to overcome their fear of asking for help when they found themselves
struggling with homework. The writing of Phia and Miller (2003) supports these findings
that faith-based tutoring programs build self-confidence, improve study habits, provide
students with creative ways to reduce identified barriers, and provide opportunities that
encourage and inspire a learning atmosphere that motivates children's behavior.
As such, the participants stressed they are unsure of the tutors' qualifications.
Participants indicated they think most if not all tutors have a bachelor's degree in the field
of education. The tutoring session is one day per week (Wednesday) for an hour.
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However, the tutoring program in this study appears to lack volunteers. Due to the lack of
volunteers, children are unable to receive private one-on-one tutoring. During the
interview with participants, one child was identified as receiving private one-on-one
tutoring sessions due to the child being two grades below in reading.
Research Q5: Barriers that Impeded Success
Research questions relating to barriers were designed to examine challenges that
impede the success of children. Data reveal children learn in group sessions. Tutors use a
variety of creative learning strategies and techniques to provide children the opportunity
for academic growth. However, data suggest participants prefer one-on-one tutoring
sessions versus group tutoring sessions. Also, two participants feel the tutoring program
should focus on children identified as gifted and talented. In this tutoring program, in the
effort for some students, there were no findings noting barriers that impede the children's
educational success but not for gift students.
Research Q6: Strategies and Outcome of the Tutoring Program
Theme Five: Group Tutoring Sessions are Not Favored
Throughout the interviews, the participants thought private one-on-one tutoring
sessions are the driving force for providing an excellent learning environment.
Nevertheless, due to a lack of volunteer tutors, the after-school tutoring program is
limited as far as one-on-one tutoring. Tutoring sessions consist of small groups, except
one child who receives private one-on-one tutoring. Although children reached their math
and reading goal, participants indicated their child could advance beyond grade level if
one-on-one tutoring sessions are provided to all children. One-on-one tutoring sessions
would allow tutors to focus on one child at a time and the implementation of
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individualized curricula. Fashola and Cooper (2000) support these findings, which
suggest tutoring programs should provide academic components that consist of small
group and private tutoring sessions. One-on-one tutoring has an eminent effect on the
achievement of students (Fashola & Cooper, 2000).
Committed volunteers serve the children in the after-school tutoring program. As
such, the participants indicate small group sessions have their advantages. Tutors utilize
various creative learning strategies and techniques, which provide children the
opportunity for academic growth. Children having difficulties in math scored proficient
on the achievement test at school, and children are reading at grade level. Participants
also iterated tutors take on the responsibility for each child's academic success. The small
group sessions are designed to meet the needs of all children. The tutoring program
creates appropriate learning lessons, handout worksheets, group activities, peer tutoring,
and games to cultivate a high-performing outcome. The findings challenges the writing of
Fashola and Cooper (2000) which suggest tutoring program sessions should provide
academic components that consist of small group sessions that focus study skill lessons,
and homework.
Research Q7: Socio-Demographic Factors
One question was associated with whether socio-demographic factors such as
gender, race, and ethnicity, family circumstances, educational level, and economic
circumstances lead to hindrances and barriers that could impede children's education
success. The questionnaire provided demographic information and was collect for
descriptive purposes. The information included gender, race, ethnicity, grade level of the
child, household income, parents’ highest level of education, house status, and adult
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relationship to child. The questionnaire captured historical and demographic information
about the participants.
In the present study, findings did not indicate socio-demographics such as gender,
race and ethnicity, educational level, and economic circumstances impede the children's
academic success. All participants are non-Hispanic, and all are African-Americans. Data
from the questionnaire reveal most participants earn an income of $61,000+. Participants
earning an annual income of less than $30,000 did not indicate economic concerns that
impact their children's success. Thus, family circumstances could affect the success of the
children. For example, single-family households with multiple children find it
challenging to make time to help their children with homework. Single-household
grandparents raising their grandchildren find helping their grandchildren with homework
to be a challenge due to their age and the complexity of the work. The list of challenges
from Research Questions 5, 6, and 7 emerged from semi-structured interviews and the
demographic questionnaire. Participants elaborated on their lived experiences regarding
socio-demographic factors that contribute to the children's success.
Limitations
The limitations of this study are as follows:
•

The respondents are limited to church members and are not generalized to
non-members.

•

The sample size is limited because of the small number of participants.

•

Scheduling interviews is difficult due to the participants' daily schedules.

•

Problems arise with recruiting willing participants.
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Recommendation for Future Research
If this study were being conducted again, the researcher suggests a larger sample
size, including children's perceptions, experiences, barriers, and challenges regarding the
church-sponsored tutoring program. Researchers may choose to explore the difference in
perceptions between parents and children. Also, the researcher suggests using a
combined-methods approach incorporating quantitative and qualitative analyses to
examine whether a significant increase of African-American parents who are actively
involved in their children’s education receiving tutoring compares to parents of children
not receiving tutoring.
Obtaining consent and permission for research using minors takes some time.
This study is limited to one church-sponsored after-school tutoring program. Therefore, it
may be interesting to replicate this study compared to other African-American churches’
after-school tutoring programs. A comparison of the findings would allow for greater
generalization of the research. Future research could involve program evaluation to use
the information to improve the program and to survey research to capture barriers,
learning curriculum, and the perceptions of tutors and children.
Summary
This qualitative study includes five themes related to the enrollment reasons,
academic expectation, parental involvement, and benefits of the church after-school
tutoring program:
1. Enrollment reasons varied by individuals.
2. Improved grades are expected.
3. Time spent on homework is a team approach.
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4. A negative attitude does not always determine a lack of success.
5. Group tutoring sessions are not favored.
The purpose of this study was to examine a church-sponsored tutoring program
from an African-American parental perspective. In conclusion, the results of the study
align with empirical research. The study's findings provide vital information on the
African-American parental perspectives concerning the church-sponsored tutoring
program. Children's grades generally improve if they frequently attend this church’s
after-school tutoring program. Additionally, children's letter grades improve, and grade
level increases by one or more letter grades. Participants question whether their children's
grade level would increase by one or more beyond their expected grade level if children
have an opportunity to receive private one-on-one tutoring sessions. Also, researchers can
use the findings from this study to conduct future research to explore effective churchsponsored after-school tutoring programs.
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APPENDIX A
Semi-Structured Interview Questions
1. What were your reasons for enrolling your child (children) in the tutoring program?
2. How much time would you estimate that you spend working with your child on
schoolwork each day or each week?
3. What expectations do you have for your child’s academic performance at school?
4. What benefits has your child received from participating in the church’s tutoring
program?
5. How would you access the volunteer staff, in terms of sufficient numbers, in terms of
their training or preparation for conducting the tutoring?
6. Tell me about how your child reacted to the tutoring. In other words, were they respectful
and well behaved, how did they react to this type of learning?
7. Have you observed any changes in your child since the tutoring program? For example,
has interest in learning, interest in improved grades or have other school related interests
changed?
8. What changes would you recommend for the program? Do any particular strategies stand
out for you as being especially useful?
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APPENDIX B
Background Survey
Answer each of the following questions to the best of your knowledge. Your responses
are completely confidential.
1. What is your child’s gender?
¨ Male
¨ Female
¨ Other
¨ Prefer not to say
2. How would you describe your child’s race?
¨ White
¨ Black/African-American
¨ Hispanic
¨ Asian
¨ Hawaiian or Pacific Islander
¨ Native American or Alaskan
¨ All other and multiple race, non-Hispanic
3.

How would you describe your child’s ethnicity?
¨ Hispanic
¨ Not Hispanic or Latino

4. Choose the grade level during which your child began the tutoring program.
¨ 1st grade
¨ 2nd grade
¨ 3rd grade
¨ 4th grade
¨ 5th grade
5. Which of the following best represents your annual household income?
¨ 15,000 to 20,000
¨ 21,000 to 30,000
¨ 31,000 to 40,000
¨ 41,000 to 50,000
¨ 61,000 +
6. What is your relationship to child?
¨ Mom
¨ Dad
¨ Grandparent
¨ Legal Guardian
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7. The child lives in:
¨ Single parent household
¨ Two parent household
¨ Grandparent household
8. Which of the following best describes your highest level of education?
¨ High School Diploma
¨ GED
¨ Bachelor Degree
¨ Master Degree
¨ None of the above
¨ Prefer not to say
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APPENDIX E
Initial Announcement Letter
Date
Name of Participant
City, State, Zip Code
Dear Name of Participant,
My name is LaTiya Kirby-Curlin. I am a doctoral student at Western Kentucky
University in Bowling Green, Kentucky. As a current member of All Nations House of
Prayer church family I would like to apply some of the skills and knowledge gained in
my program to be able to receive an in-depth understanding of the factors that impact the
implementation and success of our tutoring program. I am inviting you to participate in
this study by offering your perspectives and sharing your experiences with the program.
Should you consent to participate you will be asked to participate in an interview. All
research records will be kept confidential and will only be accessed by the research team
at WKU. Your name will never be used or written down on any documentation during or
after the research is completed. Since notes can be distracting and can disrupt the flow of
conversation, I would like to tape record the interviews with your consent. Interviews
will be conducted by phone or face-to-face depending upon your preference. All face-toface interviews will be conducted in a private setting where you feel most comfortable.
Anyone who agrees to participate in this study is free to withdraw or have the right to
leave some questions unanswered from the study at any time with no penalty.
If you have any questions and or concerns, please feel free to contact me at (502) 5237169 or at latiya.kirby-curlin244@topper.wku.edu.
Thank you in advance for your participation in my research.
Sincerely,
LaTiya Kirby-Curlin
WKU doctoral student
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APPENDIX F
Informed Consent Document

INFORMED CONSENT DOCUMENT
Project Title: Collaboration Among Parents of African-American Students and a Church
Sponsored Tutoring Program
Investigator: LaTiya Kirby-Curlin, WKU Educational Leadership Dept.
latiya.kirby-curlin244@topper.wku.edu
You are being asked to participate in a project conducted through Western Kentucky University.
The University requires that you give your signed agreement to participate in this project.
You must be 18 years old or older to participate in this research study.
The investigator will explain to you in detail the purpose of the project, the procedures to be
used, and the potential benefits and possible risks of participation. You may ask any questions
you have to help you understand the project. A basic explanation of the project is written below.
Please read this explanation and discuss with the researcher any questions you may have.
If you then decide to participate in the project, please sign this form in the presence of the person
who explained the project to you. You should be given a copy of this form to keep.
1.
Nature and Purpose of the Project: This study will focus on an African-American
church tutoring program, designed to promote a higher level of academic achievement in
education. The study will examine the perceptions of participating parents. Knowledge and
awareness of such programs can help parents who are working with their children to improve
their academic grades. It will provide information to parents about lessening the barriers they
face and provide parents with insight regarding how their involvement plays an important part in
their child’s education success.
2.
Explanation of Procedures: You are asked to participate in Semi-structured interviews
that will be conducted by phone or directly depending upon participants’ preference and after
receiving consent. All direct interviews will be conducted in a private setting where the
participate feels most comfortable. The determine length of the session is 45-60 minutes. A
survey will be used to collect demographic data, academic status of child, and socioeconomic
information of the parents in the sample and should take roughly 5 minutes to complete.
3.
Discomfort and Risks: There is no reasonable foreseeable risk or discomfort to the
subject.
4.
Benefits: It is hoped that we will gain a more complete picture of the organization’s
tutoring program’s effectiveness in fostering collaboration among parents and a church
sponsored tutoring program will be established. Program elements or service maybe examined
by evaluating its effectiveness in ensuring a component addressing a tutoring community-based
needs of participants. Therefore, a new or revised program could be implemented.
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5.
Confidentiality: All research records will be confidential and will be maintained by
using a coding process created by the researcher in all reports, publications, and presentations.
When conducting the interviews, no notes will be taken during the process because it may cause
a distraction; therefore, interviews will be tape recorded with your permission. Following the
interviews, the data will be transcribed and stored according to accepted protocol.
6.
Refusal/Withdrawal: Refusal to participate in this study will have no effect on any
future services you may be entitled to from the University. Anyone who agrees to participate in
this study is free to withdraw from the study at any time with no penalty.
You understand also that it is not possible to identify all potential risks in an experimental
procedure, and you believe that reasonable safeguards have been taken to minimize both the
known and potential but unknown risks.
__________________________________________
Signature of Participant

_______________
Date

__________________________________________
Witness

_______________
Date

I agree to the audio/video recording of the research. (Initial here) __________
THE DATED APPROVAL ON THIS CONSENT FORM INDICATES THAT
THIS PROJECT HAS BEEN REVIEWED AND APPROVED BY
THE WESTERN KENTUCKY UNIVERSITY INSTITUTIONAL REVIEW BOARD
Paul Mooney, Human Protections Administrator
TELEPHONE: (270) 745-2129
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